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The research examined the effects of an evidence-based intervention in the study of phonological 
awareness and word study at the pre-kindergarten and kindergarten level. The research was conducted in the 
form of a case study with the focus on one English Language Learner (ELL) student. Although intervention 
groups were held with non-ELL and ELL students alike, the focus was on one ELL student. The intervention 
group received six weeks of explicit and repeated instruction in phonological awareness and focused on word 
study development. There were two major findings from this study: the ELL focus student made gains in 
phonological awareness and when mixed with word study, made significant gains in his end -of -year reading 
test. The results indicate that small group phonological and word study interventions are crucial for the reading 
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Chapter One: Introduction 
 
 Teachers and researchers alike struggle daily with how to provide the best reading 
instruction to ELL students in a classroom setting.  To be a fluent reader in English, learners 
must navigate through stages of literacy as Henderson and his students (1990) have outlined: the 
emergent stage, the letter name-alphabetic stage, the within word pattern stage, the syllable and 
affixes stage, and the derivational relations stage. For the purposes of this chapter and my 
research, the focus will be on the emergent and letter name-alphabetic stages. Students in the 
emergent stage are focused on the alphabet and sounds because they are typically preschoolers 
and kindergarteners, but English learners may be in this stage regardless of age if they have had 
little to no formal English instruction. Moving from this stage to the next depends on the 
student’s understanding of two principles: 1.) the alphabetic principle under which letters 
represent sounds in a systematic way; and 2.) phonemic awareness through which students 
understand that words consist of a series of sounds that can be isolated or examined (Helman, 
Bear, Templeton, Invernizzi, Johnston, 2012).  
The next stage is the letter name-alphabetic stage in which students learn phonics: they 
learn to use letters to represent sounds of words in a systematic way. Students in this stage are 
often in kindergarten and first grade but ELLs often start in this stage when they are first learning 
to read words. They also begin to identify sight words and have a difficult time sounding out 
words due to their lack of knowledge of vowels but by the end of this stage,  they understand 
how to read a simple consonant-vowel-consonant (CVC) pattern word (Helman, Bear, 
Templeton, Invernizzi, Johnston, 2012). 
I set out to prove that through the use of small group instruction with a focus on 




in the end -of -the year reading assessment.  This chapter will also provide information on ELLs 
in our country, ELLs in Wisconsin, information about Rocketship Southside Community Prep 
School, and an overview of the ELL student I focused on for this case study.  
English Language Learners in the U.S. and Wisconsin  
According to the Pew Hispanic Trends Project (2008), about 4 million U.S. public school 
students received ELL services in the 2003-2004 school year, accounting for 8% of the 
enrollment in all public schools. The ELL population is expected to grow; the increase will grow 
from 12.3 million in 2005 to 17.9 million in 2020, accounting for all the growth in the school-age 
population. A significant portion of the children of immigrants will require ELL services (Pew 
Hispanic Trends Project, 2008). According to the Federal Interagency Forum on Child and 
Family Statistics (2005), one-in-five school-age children of immigrants have limited English-
speaking abilities, compared to one-in-100 native-born children of native-born parents. In 
addition, English language learners in our country often attend public schools and these schools 
are more likely to be designated Title 1 schools (Pew Hispanic Trends Project, 2008). 
 The national statistics closely mirror Milwaukee Public School (MPS) statistics for ELL 
students. According to the Milwaukee Journal Sentinel (2009), the latest MPS statistics for the 
2007-08 school year showed that Latinos make up 25.2% of K-4 students and 25.9% of K-5 
students. That represents growth from 2002 when 19.3% of K-4 students and 20% of K-5 
students were Latino. Based on my experience teaching in the Latino community for the last 
three years, I have learned that many of these four and five year old students are learning English 
for the first time.  These students are first generation Latino students, meaning their parents 
immigrated to this country and their children are growing up at home speaking only Spanish. 




Overview of Rocketship Southside Community Preparatory 
Rocketship Education is a network of K4-5th grade charter schools that started in San Jose, 
California in 2006. There are currently 9 Rocketship schools in California, all but two are in San 
Jose, and each school has about 500 students. Rocketship started its first school outside of 
California last year in Milwaukee, Wisconsin, and the Milwaukee parents named it Rocketship 
Southside Community Preparatory (RSCP). RSCP in Milwaukee is a free public charter school, 
chartered by the City of Milwaukee serving mostly low-income students on the south side of the 
city. About 80% of the students that attend RSCP are Latino students, about 90% receive free or 
reduced lunch, and about 75% are ELL students. Since the 2013-14 school year was RSCP’s first 
full operating year, official statistics have not yet been reported. Rocketship has a unique model 
that focuses on three objectives: training and developing teachers and its leaders; each student 
has a customized schedule that includes the use of traditional instruction, technology, and 
tutoring; and an aggressive parental involvement program.  Since Rocketship’s first school was 
founded in San Jose, which has a high population of ELLs, their experience drove how we taught 
ELLs in Milwaukee.    
The table below illustrates the number of ELLs at Rocketship schools and those who 
exited from ELL classification for the 2011-12 school year. Again, there are still no statistics 
from RSCP, but this table can provide an example of what RSCP statistics could resemble in its 
first year. Also, note that Rocketship intentionally does not try to reclassify students as non-ELLs 
quickly but instead waits until students are truly proficient in English, which often times occurs 
at the 4th and 5th grade level. 
Table 1 - Percentage of ELLs at Rocketship, Milwaukee, & Percentage of ELLs Exiting ELL 
Classification 
2011-2012 School Year 
School % of students classified as ELL % of students exited from ELL 




Si Se Puede 61% 10% 
Los Suenos 75% 12% 
Mosaic 79% 2% 
Discovery 72% 10% 
 
 
Rocketship Southside Community Prep is a low-income Title I school, which means it 
qualifies to receive additional federal funding to help students achieve academic goals. For a 
school to qualify for Title I assistance, over 40% of students must be enrolled in the free and 
reduced lunch program. The district also receives Title III funds as a part of the No Child Left 
Behind (NCLB) Act of 2001. To ensure all ELL students are meeting their goals, students must 
take the Assessing Comprehension and Communication in English State-to-State for English 
Language Learners (ACCESS) test and/or Wisconsin Knowledge and Concepts Test (WKCE). 
Rocketship used the ACCESS test for students at the Kindergarten level. Title III funds were 
used to help ELLs develop their English proficiency, typically through the use of English as a 
Second Language (ESL) teachers.  
For my research I will be working with a K4 classroom. The students in this study will 
range from the ages of 4-5 years old. Many of these students had not attended a Head Start 
program prior to entering the school year, so this was their first “real school experience”.  
Teaching a class of 22 students, twelve students had no prior experience speaking English and 
the rest were comfortable speaking both Spanish and English. For the purposes of this paper, I 
focused on one student throughout my research.  
The primary support for teachers educating ELLs comes from Rocketship’s Regional 
Support Office. Both the Regional Director of Achievement and Regional Director of Integrated 




At Rocketship, most teachers receive professional development in the Guided Language 
Acquisition Design (GLAD). This program is a professional development program geared 
towards promoting English acquisition, academic achievement and cross-cultural skills. GLAD 
is tied to the academic standards for each state and school curriculum.  The program has two 
parts:  theory and research, in which teachers learn what the research suggests across disciplines 
and the demonstration lesson in which teachers observe a GLAD certified trainer work with 
students in a classroom setting. This demonstration allows for teachers to put into practice 
GLAD strategies they have learned. Most of the GLAD training is focused on creating student 
supported anchor charts, using songs and chants, and involving strategies using the whole brain 
to teach (http://www.ocde.us/ProjectGLAD/Pages/default.aspx). 
This past school year, K4 teachers at RSCP taught in a self-contained classroom and co-
planned as a K4 team for all the lessons. Classrooms do not practice pulling out students to give 
them intensive English instruction but instead provide them with individualized support in the 
classroom. In addition, our classes did not have specialized ESL educators. The school requires 
all teachers to use Common Core Standards when lesson planning (National Governors 
Association Center for Best Practices & Council of Chief State School Officers, 2010). 
Curriculum choices are made on whether they align with Common Core and if they do not, a 
team at Rocketship focuses on aligning all curriculum and materials to Common Core. At RSCP 
for the K4 grade level the curriculum often consisted of a few different resources and 
curriculums pulled together. For reading, we used a book titled, The Next Step in Guided 
Reading (Richardson, 2009), a resource that focused on small group instruction. In phonics we 
used Jolly Phonics (Jolly, 1992), and phonemic awareness was taught through Literacy 




instruction and Singapore Math (Singapore Math, Inc., 1998) was used for math instruction. 
Students’ independent reading levels were determined using a program based out of the 
University of Chicago called, Strategic Teaching and Evaluation Process (STEP) assessment. In 
addition, students are assessed in math, using RSCP created benchmarks based on the academic 
standards.  
At Rocketship, thirteen teachers in total were on staff, five of which taught K4 and each 
had a teacher’s assistant in the classroom. In addition to the teachers, there were the following 
staff members:  one part-time special educator director, two full time special education teachers, 
four individualized learning specialists, three assistant principals and one principal.   
ELL students at Rocketship are incorporated into the general classroom and receive 
appropriate small group instruction and individualization during the classroom instruction time 
and during individualized learning time to support their English proficiency.  
Teachers develop Individualized Learning Plans (ILP) to help students who are below 
basic level.  Assessment data, Response to Intervention (RTI) information, and information from 
online learning programs are important to putting together an ILP. In addition, teachers progress 
monitor their students frequently either after each lesson, or lessons, and then formally assess 
student progress on an eight-week cycle. These assessments are often displayed using trackers so 
that students and adults alike know what still needs to be taught, reinforced and how close the 
class is to their academic goals.  
The RTI describes both a service delivery model and eligibility criteria for specific 
learning disabilities (IDEA 2004).  At Rocketship the RTI model has three tiers. In the first tier 
teachers implement an ILP that includes student assessments, measurable goals, and explicit 




teachers often meet with small groups of students more often. During Tier 2 a student meets 
often with a tutor, the teacher, and assistant principal to make additional suggestions on 
curriculum.   If a student makes no progress with Tier 1 and Tier 2 instruction, they enter into a 
student services team (SST) meeting to adjust their ILP plan, and may be referred to Special 
Education Services.  
Figure 1 shows the results at Rocketship for the Northwest Evaluation Association 
(NWEA) Measures of Academic Progress (MAP) assessment for reading and math by grade 
level. MAP is a nationally norm-referenced assessment.  Rocketship strives to have more than 
50% of its students outperform the national fall to spring growth norms. 
Figure 1 -  NWEA MAP Results for ELL Students by Grade for Fall and Spring 2011-12.
 
At RSCP, parents of ELL students are often informed of their child’s progress. All 
information is translated whether at meetings related to the academic growth of students, parent 
teacher conferences, homework, or any other communication to the home. In addition, because 




their students. And, parents are required to attend monthly community meetings at the school and 
are strongly encouraged to have coffee with the principal once a month. 
Overview of ELL Focus Student  
The student I chose for this study is a K4 student in my class. This student lives with both 
parents in a small apartment on the South Side of Milwaukee. He has a younger brother who is 
two years old whom he enjoys playing with. He is a focused, caring, and dedicated student in 
class. Both his parents are very involved in his education and volunteer in the classroom as much 
as they can. His parents speak very little English and are more comfortable speaking Spanish. At 
the home visit, I learned that they prefer to speak Spanish and choose to speak only Spanish to 
their son at home. This student attended a half-time Head Start program and the classes were all 
conducted in Spanish. Although he came very prepared to learn, his English ability was very 
limited. In the beginning of the school year he preferred to speak only Spanish and began to say 
only a few words in English toward the middle of the school year. The most difficult task for him 
became rhyming and beginning sound identification. He showed very slow progress in phonemic 
awareness and through the use of small group instruction; he began to move towards the letter 
name-alphabetic stage.  
The purpose of this study was to describe the evidence-based interventions as they relate 
to phonemic awareness and word study for K4 small groups. My hypothesis for this research was 
that through focused instruction on a K4 ELL student in phonological awareness coupled with 
word study, this student could make significant gains in his end -of -the year reading assessment, 
thus making him better prepared for reading in the later elementary school years.  
In conclusion, RSCP is a school located on the South Side of Milwaukee, WI, and it 




for all students—not just ELL ones—that they continue to progress in reading, and at the K4 and 
K5 level, have success to become fluent readers in the later years. Lastly, although I am not 
continuing to teach at RSCP for the upcoming school year, my new classroom, located on the 
South Side of Milwaukee, is 100% Latino and more than half of my students are ELLs; 
therefore, the research in this study will prove to be beneficial for my future development as an 

















Chapter 2: Review of Literature  
Latinos are the nation’s largest minority group and the fastest-growing ethnic group. The 
growth of this demographic brings a lot of educational challenges for Latino students. One 
challenge for teachers and schools is how to best serve English Language Learners (ELLs) and 
bilingual students.  According to the Pew Hispanic Research Trends Project (2008), there are 
now approximately 10 million Latino students in our public schools (elementary and high school 
combined). According to Fry and Felsa (2008) they make up one in five public school students in 
the U.S.  
Borsuk (2013) in the Milwaukee Journal Sentinel reported that in the fall of 2013, almost 
a quarter of the students in Milwaukee Public Schools (MPS) were Latino (24.1 percent was the 
official count). The Wisconsin Department of Public Instruction reports that 10.5 percent of the 
state’s students are Latino, while 9.7 percent are African-American. These statistics show that 
ELLs are not only growing in numbers in our classroom but that we must understand what these 
numbers mean for quality instruction in our classroom.    
In acknowledgement of the growth of ELLs and the importance of quality instruction in 
our classrooms, the research in this chapter will focus on kindergarten ELLs and the strategies 
needed to develop their phonological awareness and the importance of word study on their 
phonemic awareness development.  For ELLs, it is not enough to teach phonics in isolation but 
to teach students how to look at words so that they can construct a deep understanding of how 
spelling works to represent sound and meaning (Bear, Invernizzi, Templeton, & Johnson, 2012).  
For ELLs it is even more important that they understand the study of words because 
bilingual learners rely on knowledge of their primary language to spell words in a second 




orthography from the written form of their primary language to English or vice versa (Bear, 
Invernizzi, Templeton, & Johnson, 2012). 
In this chapter first, the importance of literacy development in 
preschoolers/kindergarteners and English Language Learners will be discussed, then the role of 
word study and vocabulary knowledge for ELL’s will be addressed, and finally strategies used to 
help ELLs grow in their reading abilities at a young age will be explained.   
Literacy Development in Preschoolers and English Language Learners 
  
In 1999, 24% of students enrolled in Head Starts programs were from non-English 
speaking homes. In the 2000-2001 school year all students attending pre-kindergarten were 
identified as ELL (English Language Learner) students. At the time when this article was 
published it was reported that one in five students spoke a different language at home other then 
English. These statistics have shown that ELL students lag behind their peers in literacy skills; 
this begins at the preschool years and continues throughout their early elementary education.  
This article provides an overview on the stages of language development, how language 
development effects precursors of literacy development, and finally recommendations to help 
ELL’s (Coppola, 2005).  
The research shows that learning two languages from birth for an ELL student and a 
monolingual student have the same language development process. There is a four-phase 
developmental process for ELL’s who first enter school without knowing the dominant language. 
The first step is the home language phase in which students continue to speak their native 
language to others who do not know the language. This phase may be followed by a phase in 
which students choose to not speak at all (Coppola, 2005). Next, students will enter the 




as names of classroom objects and then they move into the formulaic phase where they begin to 
construct small phrases such as, “look at it”.  The last phase is called the “language imbalance” 
because language stalls in either English or Spanish. At this level preschool students can begin to 
understand either language if given enough support at school (Coppola, 2005).  
Patterns of vocabulary development in the Early Childhood Study of Language and 
Literacy Development showed that four year olds from Massachusetts and Maryland scored well 
below the norm in oral tests in English and Spanish. The researchers expected that students who 
spoke Spanish at home would score lower then students that spoke English. But, instead it was 
difficult to tell whether students that spoke Spanish at home would be able to keep their native 
language. Vocabulary is key to the success of ELL’s to grow to be fluent readers and shared 
reading opportunities provide for ELL’s to grow in their vocabulary if key vocabulary is 
addressed and if shared reading is consistent (Coppola, 2005).  
In phonological awareness, there have not been any proven results to show that bilingual 
students have an easier time learning to read the alphabet. Most monolingual students do better at 
reading the alphabet because they are exposed more to formal reading instruction.  Tabors, et al 
(2003) administered a battery of phonological tasks in Spanish and English to 4 –year olds 
Spanish speakers to see if they would be ale to transfer their skills in Spanish to English. The 
results showed that ELL’s phonological skills in Spanish were available to them when they were 
tested in English. This was unlike vocabulary awareness, which was directly related to their 
exposure of vocabulary.  
With regards to writing, researchers found that ELL’s have an advantage when they are 
exposed to two writing systems. Students develop a way to understand sound/symbol 




(2004) found that native Spanish speakers make gains in print concepts, written language and 
vocabulary development when they received comprehensive, small group literacy.  
Hispanic English Language Learners have consistently scored lower then Native English 
speakers on the National Assessment of Education Progress (NAEP) and they have the highest 
high school drop out rate. Often ELL’s are characterized, as simply limited proficiency in 
English but there might be more variance in their literacy skills. (Ford, Cabell, Konold, 
Invernizzi & Gartland, 2010). Understanding this variance as the authors suggest could lead to 
better closing the ELL achievement gap that exists.  
The authors set out to investigate two research questions: 1) Do Spanish speaking English 
Language learners receiving ESL services in the beginning of kindergarten demonstrate literacy 
achievement or are there different patterns of achievement across phonological awareness, 
alphabet knowledge and orthography? 2) If there are distinct patterns of achievement what does 
this say about literacy achievement? (Ford, Cabell, Konold, Invernizzi & Gartland, 2010).  
 The skills needed for ELLs and non-ELL’S to be successful are: phonological awareness, 
alphabet knowledge, and orthographic knowledge.  Learning these literacy skills is necessary for 
ELL’s to be successful in reading.  Some of the variables that were an issue were: the children’s 
school-level socioeconomic status (SES) and home language usage, measures of Spanish-
language proficiency and literacy development, and limited information on student’s English 
language proficiency.  
 Kindergarteners were selected based on the following criteria: they were labeled Hispanic 
by their parents during registration, they received ESL services in kindergarten, they were not 
receiving special education services, and they had a complete data set for fall of their 




Students were administered the PALS Phonological Awareness Literacy Screening 
(PALS) for kindergarten in the fall and spring of kindergarten and PALS for grades 1-3 in the 
fall of first grade. Students in this study attended 436 different schools in 91 school divisions 
across the state of Virginia. The ELL profiles were created from five PALS-K fall measures 
representing three literacy measures: phonological awareness, alphabet knowledge and 
orthographic knowledge.  
 The results of this study show that Hispanic students receiving ELL services at the start 
of kindergarten are not a homogenous group when it comes to literacy skills (Ford, Cabell, 
Konold, Invernizzi & Gartland, 2010).  Two clusters that proved to show success on concept of 
word in text and a composite measure of letter sound, word reading, and spelling were the two 
that were stronger in alphabetic knowledge and spelling – the two tasks that measured 
orthographic skills.  In addition, skills related to written language in the later years may prove to 
be more important then phonological skills.  Oral language has a strong relationship to literacy 
skills at the preschool level but once those student’s enter kindergarten it weakens and becomes 
stronger in third grade when reading comprehension becomes a focus.  If we treat Hispanic 
students as a homogenous group based only on language proficiency, then we may harm their 
changes of becoming readers. 
Assessments for English Language learners should not be all based on language 
proficiency exams but also on literacy needs.  This means understanding specifically their 
progress towards certain literacy skills is crucial to differentiate instruction. Further research is 
needed to understand whether this study can be replicated with other ELL Hispanic students and 




speakers with ELL speakers who have similar literacy needs rather then segregating them based 
on English language proficiency (Ford, Cabell, Konold, Invernizzi & Gartland, 2010). 
  It is important to understand the diversity of ELL’s as it relates to these reading skills: 
phonological awareness, alphabet knowledge, and orthographic knowledge to help students 
become readers. Understanding these skills can provide a well-balanced literacy approach in the 
classroom, one that targets: reading, writing, and oral language development of all students.  
 
The author Luisa Araujo in her article, “The Literacy Development of Kindergarten 
English- Language Learners” (2002) explores the question of how different types of classroom 
literacy practices might help or hinder literacy development in English language learners at the 
kindergarten level.  The study focused on three subjects: language, reading and writing 
development. The two questions Araujo sets out to investigate are: in what ways did classroom 
literacy practices support the growth of students’ oral language, reading, and writing. And, what 
does students literacy behaviors and literacy development look like. The students in this study 
were Portuguese immigrant students with 40% of the students at the school (K-8) speaking 
Portuguese. The staff was mostly of Portuguese decent and the kindergarten teacher was an 
experienced teacher with 18 years of experience. The teacher was also bilingual. The students 
were assessed using the Language Assessment Battery (LAB).  
The researcher was very thorough and investigated how the classroom was set up for 
literacy practices as well as viewing literacy from the perspective of students. For the first month 
the researcher observed them, she began to collect data by collecting: field notes, audio tapes, 
any collection of artifacts from students, photographs of the classroom, and recorded 




During Circle/Reading time the students learned how to read predictable text and learned 
how to derive meaning from pictures. They also understood how to match spoken words with 
print and recognize words by sight. Students also internalized the importance of using their 
background knowledge; they also expressed their feelings first in Portuguese then in English, and 
they learned that their opinions were important in the reading process even though they were not 
always reading the words (Araujo, 2002).  
During Journal Writing, students either labeled pictures, retold stories, expressed 
personal opinions about the story they might have read, and wrote about themselves in relation to 
the text. Students used a variety of writing skills to accomplish this, they used invented spelling 
in their pictures, invented spelling alone, used invented spelling that reflected book-like 
language, or copied words from peers or other books. Students also learned that they should not 
only write words the way they sound but also pay attention to the way they look.  
During Phonics/Handwriting, students used the teacher’s use of bipolar literacy 
orientations of emergent literacy versus conventional literacy. They also carried over the same 
meaning- making strategies used during journal writing, like invented spelling and also the use 
of constructing meaning with peers.  Similar to Circle Reading time, students used language to 
make meaning.  
  The results of this study showed that student’s literacy development was linked to the 
instruction received in class. The student’s results in writing showed that there were three types 
of spelling strategies they were using: early phonemic, letter name, and transitional spelling. The 
study also showed that ESL students in a well-balanced literacy instructional approach have a lot 
to gain. According to Gillent and Temple (1990) nine students were transitional spellers, one was 




writing at all. In the reading portion, there were great gains in word recognition and high 
frequency words, and although many students improved, there was a wide range between modest 
and drastic improvements.   
  Oral native language support mixed with a balanced literacy instruction of phonics, 
writing, and reading helped students understand how to write better. The teacher in this 
classroom modeled so well how to access background knowledge and recognize words in their 
reading and this in turn helped students construct their own meaning of literacy texts. In addition, 
reading and writing continued to be embedded in meaning -making attempts by students coupled 
with intentional oral language and written language use.   
It is not sufficient to teach reading, writing and oral language in isolation from phonemic 
awareness and phonics. For ELL’s, teaching phonemes and graphemes specifically in phonemic 
awareness can help and phonics voicing is crucial for ELL’s.  
 
Word Study and Vocabulary Knowledge in English Language Learners 
 The authors Brice & Brice (2009) set out to understand phonemic awareness and phonics 
needs in the light of special language needs of bilingual English Spanish- speaking students. 
Strong reading skills are necessary to be successful in school and Latino English language 
learners have a more difficult time because they are learning how to speak and write the English 
language. Therefore, the purpose of their study was to examine English phonemic awareness 
(ability to identify initial and final sounds spoken in words) and phonics skills (ability to identify 
the associated initial and final letters in auditory presented words).  
This study was conducted in a metropolitan elementary school in Central Florida. This 
school was selected for its high rate of free and reduced lunch services, high percentage of 




students were grouped into four different types of groups: 20 high-reading level English 
monolinguals, 20 low-reading level English monolinguals, 20 high reading level English-Spanish 
bilinguals, and 20 low-reading level English-Spanish bilinguals. The bilingual students were 
Latino and ELL students and they received instruction in the ESOL program (English for 
Speakers of Other Languages).  In addition, 14 of the students in the study were receiving special 
education services.  
The results showed that phoneme and grapheme identification for high level readers 
performed better then low readers. This continued to show that phoneme and grapheme 
identification are important beginning reading skills. There is a gap between phoneme and 
grapheme identification between monolingual and bilingual students, monolingual students 
performing better in this area. This shows that there needs to be early intervention at the 
kindergarten level to ensure students do not continue to fall behind.  
There needs to be more research done in the area on how Spanish phonemic awareness 
affects English phonemic awareness and beginning reading.  The research indicates that some 
students in particular, Latino ELL’s, have a hard time with sound acquisition in English because 
of the interference with Spanish and English, therefore phonemic awareness and phonics skills in 
English are affected. It appeared from the study that being a bilingual student did not influence 
how they identified phonemes and graphemes as much as being a high or low-level reader. All 
students identified phonemes more often when they were voiced then when they were not.  This 
shows that voicing is an important phonological and reading skill for monolingual students and 
bilingual students.  Explicit instruction that targets consonant voicing could improve student’s 




The results showed that voicing is important to phonemic awareness and phonics in 
learning to read. This study documented that there exists a gap at the kindergarten level between 
bilingual and monolingual students in both high and low reading levels.  All bilingual children, 
even at high levels of reading,  experience some difficulties with phonemic awareness.  Certain 
phonemes and graphemes might be causing Spanish-speaking students problems and it is 
important to investigate what those are in order to better teach them in the classroom. 
Incorporating specific aspects of voicing is crucial for teachers to ensure that bilingual students 
are getting what they need to be successful English readers. 
Vocabulary instruction can help greatly with spelling development. ELL’s often have a 
difficult time spelling because their first language interferes with the phonetic way of spelling 
words.  
 
The authors Reynolds and Uhry (2009) set out to investigate the differences in sound-to-
print English spelling of native Spanish-speaking kindergarteners.  They investigated the spelling 
of specific non-Spanish phonemes as well as phonemes that vary phonetically between Spanish 
and English. 
The study consisted of kindergartener’s who were spelling at the semiphonetic to 
phonetic stage. For the purposes of Reynolds and Uhry’s study, they refer to this stage as the 
sound-to-print stage. To invent a spelling, a student needs to know how to segment, name letters, 
and figure out their sounds from their names, and how to map a sequence of sounds from left-to-
right. 
 The study for this research took place in an early childhood center in New York in an 
urban/suburban community. Data from nineteen monolingual students and nineteen bilingual 




for this study were of Mexican decent. In addition, all of the Spanish-speaking students had been 
in a monolingual English classroom their whole education thus far, and did not know any 
Spanish letter sounds.  
Students were given three assessments:   the Phonological Awareness Literacy Screening 
Test (PALS), research created spelling assessment, and the Peabody Vocabulary test.  The PALS 
test was used to create two groups of students between English monolingual students and 
bilingual students. Pairs were matched according to phonological awareness and letter-sound 
knowledge (assessed by the PALS test).  
Students who are native Spanish speakers who learn to speak another language when they 
spell have to learn to map out sounds that do not exist in the English language. Therefore, 
students whose first language is Spanish will write English words that have Spanish influence. In 
particular,  stop constants are difficult for Spanish speaking students to spell.  Stop constants are 
in both languages but they differ in voice onset time, which is the release of a stop consonant and 
the start of a vowel.  
Spanish-Speaking students in a monolingual English environment are expected to show 
phonetic spelling errors but not orthographic errors because they may not have been taught the 
names of letters in Spanish. In addition, phonemic mistakes happen when students rehearse 
words out loud that are in Spanish to spell English words. When English language learners spell, 
they search for letter sound units that correspond to parts of a word that they can hear (Reynolds 
& Uhry, 2009).  At the kindergarten level,  both monolingual English speakers and English-
Spanish bilingual students are learning the sounds of certain letters and therefore have a difficult 




The level of vocabulary acquisition in monolingual English speakers could greatly help 
English speakers in their spelling abilities. The results of this study in regards to vocabulary 
acquisition proved to be helpful in spelling phonemes.  
The results of this study show that kindergarteners, especially Spanish-speaking students,  
might have a more difficult time spelling stop consonants especially at the end of words. These 
sounds exist both in English and spelling but they are phonetically different in two languages 
(Reynolds & Urhy, 2009).  Bilingual students learned to hear the differences between initial 
sounds in words based on someone’s voice.  Teachers can learn a great deal from this study. For 
example, the confusion of stop constants for bilingual students might not mean that they don’t 
know all of their letters or letter sounds. Learning how bilingual children spell can also allow 
teachers to distinguish from language differences and language disability. Bilingual students with 
further diagnosis can be given more support early on to prevent reading difficulties in the future. 
For example, the study of how vowels and nonnative vowel sounds play a role in the spelling 
development of Spanish-speaking students and English only students can be further studied.   
English Language Learners at a young age need phonemic awareness and phonics 
instruction to help them become strong readers but this must also be coupled with strong 
vocabulary instruction.  
Phonological awareness and vocabulary knowledge are key indicators at the preschool 
level to show that students will be ready to read in their later school years.  Students in preschool 
who can manipulate sounds of letters are better prepared to learn to read, and their understanding 
of word meanings is a good indicator that they will be able to comprehend as they read. Students 
from low-income families generally fall further behind in vocabulary knowledge (Puma, 2010) 




This article focuses on the challenges and strategies on phonological awareness and 
vocabulary instruction used at the head start level.  Literacy and language development are 
multidimensional and unique instructional issues may be associated with specific literacy 
categories.  Research on teacher’s views of strategies can help us understand how sounds and 
words can improve instruction in reading (O’Leary, Cockburn, Powell, Diamond, 2010). This 
study also focused on instruction provided in different group settings and in particular, small 
groups and the role of play in preschool settings.  
81 teachers and fifty-six assistants were represented in 83 head start classrooms in 
twenty-one different centers across the Midwest. Teachers were interviewed in a semi- structured 
way and there were many informal conversations along the way. Two-thirds of the students 
represented a minority background and 24 percent of the students did not speak English as their 
first language, but students were taught only in English.  
Teachers reported in their interview that phonological instruction and explicit direct 
instruction were connected to the teaching of the letter of the alphabet. Instructional strategies 
included: flashcards, students manipulating foam letters as part of a letter-sound activity, and 
focusing on letter sounds when reading books to students.  Many teachers identified letter 
identification as key before students learned the sounds of those letters. Some teachers, however, 
reported that they were confused about how letter identification and letter sounds should be 
taught and whether letter identification should be taught alone or together with letter sounds.  
Teachers also focused on teaching students how to count syllables and how to identify initial and 
final sounds in words.  
The views on vocabulary knowledge instruction centered on two things:  whether 




Some teachers taught vocabulary spontaneously whenever there was a misunderstanding, limited 
familiarity or no familiarity at all. This seemed to help many students understand new 
vocabulary. 
Other teachers who planned out which vocabulary words to teach reported that focusing 
on a theme was helpful and showing pictures next to the vocabulary words was important. In 
addition, different times in the day to incorporate use for these vocabulary words was also 
important.  One teacher reported using real objects to teach vocabulary and another teacher said 
she prepared word cards during large group reading times. Some teachers chose which words to 
teach based on student’s interests. Teachers with English language learners (ELL’s) reported 
using synonyms for teaching vocabulary and hand gestures.  
Most teachers taught phonological awareness and vocabulary instruction in whole group 
instruction but teachers reported that whole group instruction was problematic for ELL’s who 
were very quiet during whole group instruction. Many teachers used small group instruction 
where students were not as intimidated and can put forth the effort.  In addition, it was easier to 
group students according to skill and ability in small groups. Child-initiated activities during play 
time was important to see new vocabulary words come to life among students especially when 
props or objects were involved.  
In the research surrounding preschool and early elementary education, alphabet 
recognition is consistent with the research in this study.  The alphabet was central to 
phonological awareness and growth in preschool students; the one thing that was uncertain was 
the order in which to teach letter recognition and letter sounds (Hindman, Wasik, 2008).  Many 
teachers viewed vocabulary instruction as effective when it was in response to a student’s 




Questions remain, however, about the depth and breadth of vocabulary instruction when 
spontaneous learning is only happening. The Head Start Child Outcome Framework and early 
education standards need to shed more light on what is appropriate for early elementary students. 
Allowing students at a young age to experiment with spelling is important for students 
and educators alike to better understand their phonological, alphabetics, letter writing and 
reading literacy skills.  
 The authors researched two questions: 1) what are the relations among conventional 
language and literacy skills (for example: phonological awareness, alphabetics, letter writing, 
word reading, and spelling) at the end of kindergarten? and 2) To what extent is end of the year 
spelling predicted by students’ home literacy, parental education, demographic factors, initial 
and conventional language and literacy skills? 
 The variables in this study were the lack of use of a spelling pre-test to determine if 
students who entered school with the weakest language and literacy skills lagged behind their 
peers in spelling. Another variable is the type of reading program used. This reading program 
used explicit reading instruction and others might not have used phonemic awareness and letter- 
sound instruction. And, lastly the instructional context is important to consider such as the 
amount, type, and quality of reading, spelling and writing instruction (Otaiba, Puranik, Rouby, 
Greulich, Sidler, and Lee, 2010). 
 The participants in this study included 288 Kindergarteners and their 29 teachers who 
were part of the National Institute of Child Health and Human Development Early Child Care 
Research Network. The students attended a full day kindergarten program and reading 
instruction was 90 minutes long. The students were administered a variety of literacy 




backgrounds (ethnicity and socioeconomic status) and parental information was collected on 
home literacy and socioeconomic status (Otaiba, Puranik, Rouby, Greulich, Sidler, and Lee, 
2010).  
Data from parents was collected using questionnaires, collecting data from their own 
education, and data collected from their child’s home literacy environment. Research assistants 
(RA’s) administered individually alphabetic skills, vocabulary, and phonological assessments.  
These tasks were administered in the same order for each student. Word reading was assessed 
using letter-word identification subtests from the Woodcock Assessment. Alphabetics were 
assessed using the Letter Naming Fluency (LNF) to assess student’s ability to name letters.  For 
vocabulary the picture assessment subtest of the Woodcock test was used. Phonological and 
phonemic awareness was assessed using the Blended Words and Ellison subtests of the 
Comprehensive Test of Phonological Processing (CTOPP). The students were also assessed in 
how quickly they could write their letters. The letter writing fluency (LWF) test was developed 
to assess for spelling. Students were not timed and were given a decodable word. The RA’s also 
applied an invented spelling rubric for the spelling test. (Otaiba, Puranik, Rouby, Greulich, 
Sidler, and Lee, 2010). 
The results of this study show that students were within the national norms for 
vocabulary and letter-word reading and the student’s scores increased from fall to spring. In 
addition the student’s fall and spring LNF scores and add Phonemic Segmentation Fluency (PSF) 
spring scores were above grade-level. The strongest parallel correlations were the spring’s letter-
sound fluency and spelling and the strongest correlation between spelling in the fall measures 




 Although these student’s were at risk and had come to school with weak reading skills, 
they benefited from the instruction that was given to them which proved to be true by their 
sample mean word reading standard score which grew from 97 to 107.  These students ability to 
spell words varied greatly. The researchers used an invented spelling rubric, which allowed them 
to pay close attention to how words were spelled phonetically and orthographically. The 
concurrent correlations among end of the year spelling and conventional language and literacy 
skills were larger then their assessments at the beginning of the year. This explained that 
kindergarteners increased in their knowledge of phonology, letter sounds, and word reading to 
spell words. More research needs to be done in the area of what, if any, relationship exists among 
spelling skills and other variables such as parental education (Otaiba, Puranik, Rouby, Greulich, 
Sidler, and Lee, 2010). 
 Teachers can learn from this study the importance of learning to spell at a young age. In 
this study we learn that young students make lots of mistakes in spelling. This provides educators 
with a diagnostic tool to understand how students use letters, sounds and how they remember 
irregular words.  The researchers also point out that the LNF should be administered regularly as 
a progress monitoring tool for teachers due to the correlation among invented spelling and letter 
knowledge which were strong and grew over time.  The importance of teaching students at an 
early age to learn how to spell words is crucial as they gain an understanding of the English 
language and its alphabetic principles and syllable structures (Otaiba, Puranik, Rouby, Greulich, 
Sidler, and Lee, 2010). 
Rhyming is a strong predictor for English Language Learners who are ready to read. 
Rhyming is not isolated from vocabulary instruction, often times an ELL might confuse a native 




 In the article, “Goats Don’t Wear Coats An Examination of Semantic Interference with 
Rhyming Assessments of Reading Readiness for English Language Learners” explains how 
ELL’s work with rhyming words. It is estimated that by the year 2040 students who speak 
another language aside from English will have tripled.  Yet overwhelming English Language 
students are performing low in standardized reading and math tests. As the population of English 
Language Learners increases in our schools, so do the disparities among English Language 
Learners and their peers. Rhyming is one of the indicators showing that a student is ready for 
reading. In this study, Moreira & Hamilton (2006) ask the question, “What is the relationship 
between semantic relationships of visual images and the performance on rhyming assessments 
for ELLs”? In addition, the authors ask the question, “Should ELL’s be assessed the same way 
their counterparts are assessed?” 
The purpose of this test that Moreira & Hamilton (2006) conducted was to examine one 
possible reason ELL’s are not performing at grade level when taking reading – readiness exams, 
like the Early Literacy Profile (ELP).  Olivares (2002) suggests that most ELL’s rely on their 
conceptual relationships between the first language and the second language they are acquiring 
and when doing the task in the second language. The authors hypothesized that ELL’s who do 
poorly in rhyming in their second language do so because they are choosing a word associated to 
the target item. The researchers tested this hypothesis by giving students a test similar to the 
ELP. The assessment had a picture target item followed by three choices. For each target item 
there was a picture representing a phonologically associated word (rhyme), a picture representing 
a semantic word that does not rhyme, and a picture representing a non associated - word.  There 
were two independent variables: the type of student tested (native English speaker or native 




semantic associate, or non-associate).  The dependent variable was an assessment created to be 
similar to the rhyming section of the ELP.  
Two groups of participants were selected from a first grade dual language program from 
a suburban school with a high population of minority students. Twenty students spoke English as 
their native language and 20 students spoke Spanish as their native language.  The dual language 
program at this school was set up the following way: the Spanish Speaking students were  
considered ELL’s and both native English speakers and native Spanish speakers received 
instruction in English and Spanish. All students receive language arts instruction in their native 
language and receive a period of second language instruction daily.  
The procedure for this study was as follows; each student was tested individually and 
before beginning the real test the research went over three examples with the student.  The 
practice items were similar to the ELP, a target picture with three picture choices. The practice 
and test instructions were the same where the student was asked to point or say the visual word 
that represents the word that rhymes with the target word.  
Responses were recorded on a sheet and during the practice section of the test students 
were corrected but not during the real test.  The researcher said the name of the target item and 
repeated each time when saying the names of the picture alternatives.  
Native English speakers made very few errors and there was little difference between the 
types of errors they made, whether they were semantic or non-semantic. For native Spanish 
speakers more errors were made for semantic associates than for  non-semantic associates. The 
results showed that for native Spanish speakers,  there might be an interference with semantic 
associates with the target rhyming word. Similar to this is what Olivares (2002) suggest when 




an item that has meaningful connections to the target. Therefore, they choose the semantic target. 
Craik and Lockhart’s (1972) theory suggests that ELL’s are engaging in a higher order thinking 
and they are not just choosing any word but are associating two pictures by their semantic 
meaning.  
The authors suggest at the end of conducting their study that educators need to consider 
what poor performance means when it comes to rhyming and ELL’s. Teachers need to consider 
not only the amount of items correct but also the types of errors made. In addition, ELL’s need to 
be taught how to take a rhyming test and the strategies needed to be successful for these reading 
assessments. It might also be important to not use visuals that have semantic representations and 
possibly not use the images at all.  And, lastly more studies should be conducted to ensure that 
rhyming assessments are the best tests needed to asses the progress of ELL’s in reading.  
Understanding that no English language learners is the same is as important as learning how 
ELL’s process words and vocabulary to better support them with interventions in the classroom.   
Interventions to Support ELL’s 
The study explains how two teachers, Emily (reading specialist) and Pam (first-grade 
reading teacher), used reading intervention strategies such as small reading groups to support 
Marisa, an English Language learner, as she developed into a reader.  
Marissa entered kindergarten shy and reserved and spoke little English. She was 
immersed in English and made literacy progress in kindergarten, but she did not meet her end of 
the year goals. Marissa entered 1st grade with her peers, but her teachers felt that she received 
little English reinforcement at home and therefore fell behind.  When assessed at the beginning 
of 1st grade, she regressed and she was not able to recognize all the letters or sounds. When she 




Teachers delivered small group instruction four days per week in one-on-one, 15-20 
minutes sessions in three parts: 1) Familiar Re-reading; 2) Word Study; and 3) Teacher-Guided 
Reading with writing extensions.  The interventions occurred over four months, and she 
participated in a total of forty-three lessons. In Familiar Re-reading, a student read a book at his 
or her reading level to develop automaticity and word identification. The next small group 
instruction, Word Study, allowed students to manipulate, say and write letters, sounds, words and 
text with the goal of decoding or sight word recognition.  The third part, Teacher-Guided 
Reading provided instruction and support in both comprehension and vocabulary strategies to 
support word-identification strategies used in word study.  Teacher-Guided Reading also 
incorporated sentence writing.  
Marissa received one-on-one intervention 4 to 5 times a week for about 20 minutes each 
time. This time was also spent developing her English vocabulary and language structure. 
Marissa began as a non-reader with knowing a few sight words, and had a bank of sound-symbol 
correspondence, but she was unable to apply this knowledge within a text.  At the end of her 
intervention, she learned how to locate known words; locate unknown words; monitor her 
understanding; crosscheck with multiple cues, self-correct her miscues; and problem solve when 
she did not know a word. She ended first grade meeting her reading benchmark (Amendum, 
Amendum & Almond, 2013).  
Marissa’s accelerated progress was due to high quality intervention and dedicated time to 
reading fluency, word study, and conceptual reading. English and vocabulary language structures 
supported her development as a young ELL. Lastly, daily literacy instruction, which included a 




needs of ELL’s small literacy group instruction is vital to ensuring ELL’s are getting the skills 
necessary to be successful.  
In 2002, as many as 45 percent of teachers reported having at least one ELL student in 
their classroom. ELL’s account for 6 percent of the school-age population and Spanish-speaking 
students make up 70 to 80 percent of that group.  Often it is these ELL students who perform 
below grade level. Fifty-six  percent of ELL students who are in special education are referred 
because of their reading problems and 24 percent due to speech and language impairment.  We 
know from non-ELL populations that not all children with reading difficulties have a learning 
disability.  
There is sound evidence according to Gyovai, Cartledge, Kourea, Yurick, Gibson, 
(2009) that ELL’s can benefit greatly from explicit instruction in phonological awareness, and 
the instruction can be delivered effectively in English.  Explicit phonological awareness (PA) 
and phonics instruction helped ELL’s outperform their ELL peers who did not receive this and 
exceed the reading performance of non-ELLs (Leafstdet, Richards, and Gerber, 2004).  
The researchers set out to investigate the effects of supplemental phonological 
awareness (PA) and phonics instructional program in English that were delivered to a diverse 
group of kindergarteners and first-grade ELL’s.  The study was conducted in a public urban 
elementary school where Latino students represented 5 percent of the population; there was no 
data provided on the number of students who spoke English as a second language.  The 
interventions—20 minutes each—were conducted 2 to 4 times a week.  Four dependent measures 
were used: phoneme segmentation, fluency, nonsense word fluency, and curriculum-based 




The teachers used an early reading intervention curriculum that consisted of introducing 
the target letter and sound, isolation of sounds, review of the first activity and reintroducing the 
target letter and sound.  The fourth activity consisted of, “writer’s warm-up” where students had 
to trace the letter and then write the letter while saying the sound. The fifth activity integrated 
phonological and alphabetical skills by reintroducing the target letter and matching the first 
sound to a picture, and for the final activity students had to make a connection between the sound 
of the letter and the written letter. 
All students improved on their reading tests. In some areas, there was little improvement 
because students were having problems with concepts of print; they were also not receiving as 
many minutes of intervention as they needed. Students would have also benefited from receiving 
intervention at the beginning of the school year.  Student performance was constantly monitored 
and instruction was altered based on these performances, which helped students get the best 
results.  Low-performing students made more gains than their high performing peers; this could 
be because they received more hours of instruction or because of a ceiling effect–some students 
might have already known some of the letter sounds.  The Early Reading Intervention (ERI) is 
intended to be 30 minutes long but due to classroom scheduling conflicts, the ERI was conducted 
in 20 minutes. This was a significant limitation, as was the fact that the researcher did not assess 
language proficiency in either English or Spanish.   
The findings in this study show that the amount of time spent with interventions is 
extremely important for learning, and that explicit and systematic instruction can greatly help 
ELL’s in reading.   
One particular strategy for helping ELL’s is shared reading because it provides a 





The researchers set out to investigate two questions 1) what is the effect of Shared Story 
Book Reading (SSR) interventions conducted in childcare centers on preschoolers in language 
and emergent reading tasks? The control group targeted interventions that have been shown to 
improve reading skills using SSR: language and print awareness. The experimental group 
focused on phonological awareness skills when using SSR.  The comparison group was a high-
income group with no intervention.   
The independent variables were the type of intervention either controlled or experimental. 
The dependent variables were the posttest scores on vocabulary, print awareness, and 
phonological awareness tasks.   
 Seven classrooms of student’s with seven subsidized childcare centers in Quebec City, 
Canada, participated in this study.  Four of these childcare centers were located in low-income 
communities and three in higher income communities. Forty students participated in this study 
and the criteria for them was that French be their native language and that none of them could 
read.  
  The study used a quasi-experimental pre-test/post-test including an experimental, control 
and a comparison group. Criteria-referenced tests rather then norm-references tests were chosen. 
To measure language students were asked to point to a corresponding picture from four different 
black and white drawings presented. The test was administered for 15 vocabulary words in the 
second tier, meaning words that often appeared in student’s school books. Print awareness was 
assessed using the Preschool Word and Print awareness assessment. A SSR picture book was 
used and 14-print related concept questions were asked. Phonological awareness was assessed 
using wooden blocks, yes/no questions, and oral responses. In this test students were asked about 




assessments were administered to students two-three weeks before beginning the interventions 
and then two-three weeks after the intervention. The students in experiment group (EG) and 
control group (CG1) received four sessions a week from Monday-Thursday for 10 weeks and 
each lesson lasted 20-30 minutes in all.  
 The intervention used the same five-story books for five weeks. These books were chosen 
based on its illustrations, repetitive plot, and few lines on each page. For EG there were two 
interruptions for dialogic reading strategies, three for vocabulary-facilitation, three for print 
referencing, three for phonological awareness. For CG1 the interruptions consisted of dialogic 
reading strategies, three for vocabulary strategies, four for print referencing and none for 
phonological awareness. The dialogic reading interventions helped the student think beyond the 
plot and encouraged them to make predictions and use their background knowledge. Vocabulary 
interventions allowed for the students to target second tier words, by using synonyms, showing 
the concept in an illustration or in the room, and by using the new word in another context.  The 
print referencing strategies targeted 10 print awareness concepts such as identifying the book 
cover, title, print and picture differentiation, print directionality, author and illustrator, dialogue 
marks, upper and lower case differentiation, and written language units (letter, sentence, and 
paragraph). Phonological strategies used only in EG consisted of incorporating non-words into 
the reading of a storybook and students used these words to demonstrate mastery in: syllable 
segmentation, syllable inversion, initial consonant comparison, and initial phoneme.  
The students in the (EG) performed better then those in the (CG1) on phonological 
awareness tasks in the post-test. There was no significant difference in the post-tests in 




posttest then students in CG2 in vocabulary scores, print awareness scores, and phonological 
awareness scores.  
 SSR interventions using explicit interventions can help with vocabulary, print awareness 
and phonological skills. SSR interventions can also assist in bridging the gap between low-
income and high-income preschoolers. Experimental SSR interventions that involved 
phonological awareness were more beneficial to students.   
 The authors set out to research the best effective teaching strategies for English Language 
Learners (ELL) in early childhood.  The researchers interviewed early childhood teachers in two 
Massachusetts communities with large ELL populations to see which strategies they found to be 
the most effective.  
 The researchers set out to answer two questions: 1.) What strategies teachers found to be 
effective in promoting language acquisition with their ELL students? 2.) Why they felt these 
strategies worked? In order to identify whether these strategies had a developmental component, 
they spoke to teachers in different grades from pre-K to 2nd grade. The two public school districts 
were chosen for their culturally and linguistically diverse communities.  
 Key to helping ELL’s is understanding how students acquire language for the first time 
and what stage of language acquisition they are in.  There are many different theories to 
language acquisition. One of those theories is “the natural approach”, which divides the stages 
into preproduction, early production, speech emergence, and intermediate fluency (Krashen & 
Terrell, 1983 as cited Lake & Pappamihiel, 2003).  In the data collected by the researchers, 
teachers explained that the most success they saw in ELL’s was when they used different 
strategies. Different strategies were used that would best meet the needs of students. The 




teaching language specifically; and strategies for teaching in general.  Four strategies were 
named as the most effective: gestures and visual cues; repetition and opportunities for practicing 
skills; use of objects, real props, and hands on materials; and multisensory approaches.   
 Two strategies that most teachers found helpful were the Total Physical Response (TPR) 
and repetition. TPR involves students who learn new actions words by imitating their teachers 
saying them and physically explaining the word (Facella, Shea, & Rampino 2005). Repetition is 
important for ELL’s because it gives them the opportunity to practice words, phrases and 
activities. Repetitive phrases and key words in books and activities allow students to become 
comfortable in practicing the language.  In addition, concrete objects help pre-kindergarten and 
kindergarten students understand concepts better because they are able to better visualize the 
concepts. A multisensory approach helps students learn different ways to understand the 
concepts and lessons better.   
 Thematic units at the early elementary level are very helpful for ELL’s who are learning 
a second language. This is because students’ thematic units inherently incorporate, repetition, 
hands on learning, gestures, and multi-sensory experiences, (Peregoy & Boyle, 2001).  
 The results of the researchers study found that there are a variety of strategies used in 
culturally and linguistically diverse schools that can help ELL’s succeed in school. The goal of 
these strategies is for students to make connections between content and language and give 
students the tools for them to be able to communicate with others. In conclusion, Facella, Shea, 
& Rampino  (2005) state that teachers need to do their own research on how ELL’s best learn 
language in the classrooms and the strategies needed to best support ELL’s in their classroom.  
 In conclusion, it is important that teachers do research on the best practices to help ELL’s 




their literacy development. In addition, literacy development ranges from how much English 
exposure students have had prior to school, in the language they speak, in the way they learn 
sounds of each language, and their literacy instruction in the classroom. Next, being aware that 
ELL’s learn differently and are at different levels can help ensure that they are getting specific 
vocabulary instruction and are being supported in key phonological skills. Lastly, these skills can 





























Chapter 3: Procedures for the Study  
The purpose of this study is to examine the effects of evidence-based interventions in 
relationship to phonemic awareness and word study for a kindergarten and pre-kindergarten 
classroom. My hypothesis for this research is that through focused instruction on a K4 ELL 
student in phonological awareness coupled with word study, this student can make significant 
gains in his end of the year reading assessment, thus making him better prepared for reading in 
the later elementary school years. In this chapter, I will discuss the sample population, the 
instructional steps used in the research, and how the data was collected.  
Sample Population 
            The research was conducted with a class of pre-kindergarten students at Rocketship 
Southside Community Prep (RSCP). There were 22 students in the class at the time of the 
research. Students in the class ranged from ages 4-5 years of age. The class consisted of 16 
Latino students, 5 Black students, and 1 Caucasian student. Out of the population of students in 
the classroom, 13 students were native Spanish speakers and 9 only spoke English and/or learned 
how to speak English before Spanish.  All English Language Learner (ELL) students received 
support through our Guided Language Acquisition Design (GLAD) Program, in which all 
teachers were trained. The GLAD program provides a balanced approach to literacy using 
listening, speaking, writing into all content areas and the interrelating of science, social studies, 
and literature with each other. By integrating the content areas and using research based 
metacognition strategies, students are able to acquire the English language.   
 The purpose of this study was to demonstrate whether an ELL student who received 
small group instruction in phonemic awareness coupled with word study strategies would 




year was given a baseline test. Students were assessed using our primary reading test called the 
Strategic Teaching and Evaluation of Progress (STEP) test (Appendix A), a Phonemic 
Awareness Inventory test, PAI test, (Appendix B), and the Words Their Way Primary Spelling 
Inventory Feature Guide (Appendix C), and progress monitoring sheets were used throughout the 
year. The STEP test is a test designed by the University of Chicago to measure reading for Pre-K 
through 3rd grade and it provides teachers with targeted interventions to help students along the 
way. The first STEP test is called the Pre-Reading test and this test consists of name assessment, 
letter-name identification, letter-sound identification, as well as phonemic awareness, which 
specifically assesses knowledge of rhyming words and concepts of print. During the section on 
concepts of print, students must understand where the beginning of a sentence starts and 
continues to read starting at the next line, one-to-one matching, and the difference between a 
letter and a word. A teacher gives the test to each student and students can continue to pass STEP 
reading levels if they demonstrate a certain level of comprehension on each section of the 
reading test.   
RSCP’s goal for students in pre-kindergarten is to pass STEP 1 Pre-Reading. To pass the 
Pre-Reading assessment of the STEP test, you must score 4 on name writing, 6 on phonemic 
awareness, 15 on letter-name identification, and a 5 on concepts of print— there is no target for 
letter sounds. In order to pass STEP 1, students need to achieve a 35 in letter-name identification, 
26 in letter-sound identification, 8 in matching first sounds, 5 in developmental spelling, 10 in 
concepts of print, and 5 in the reading record.  
 In addition to the STEP test, teachers use a Phonemic Awareness Inventory and for 
purposes of this research Words Their Way Primary Spelling Inventory was used on the focus 




Awareness Inventory is a test created by Rockethip’s Instructional Team.  The test has five levels 
and the first level consists of whole word discrimination, rhyming words-recognition, rhyming 
words-application, and syllable counting. The second level consists of syllable segmenting and 
oral synthesis-blending speech sounds while the third level consists of approximation, and 
phonemic isolation.  The fourth level consists of phonemic segmentation and the fifth level 
consists of phoneme deletion and phoneme substitution. The goal for RSCP’s K4 students is 
attaining at least the third level of the Phonemic Awareness Inventory Test.  
Instructional Steps Used in Research  
All students received small group instruction every day with the primary teacher and also 
received small group instruction with a teaching assistant. The groups were organized by 
academic level based on STEP data and progress monitoring data. The focus student for this 
study was placed in a lower level academic group. Once this student started progressing in his 
small group work, he was given the Words Their Way Primary Spelling Inventory to better 
understand how to help this student with word study. The groups were constantly adjusted 
according to the results of their assessments and progress monitoring data.  
After analyzing the STEP test results of the class, I, as the classroom teacher, noticed that 
students needed more support in phonological awareness. They struggled with identifying letter 
sounds, rhyming words, and beginning sounds. All students would be taught these skills in whole 
group instruction with a focus on phonemic awareness using Literacy Resource, Inc. (Haggerty, 
2003) curriculum and also throughout our shared reading instruction. The focus on this particular 
student would be on identifying letters and the sounds of those letters, understanding rhyming 
words, and beginning to discriminate initial, medial and ending sounds.  




hour and a half. Six small groups resulted and each small group saw a teacher for 16-20 minutes 
a day. The program used to deliver small group instruction was derived from the book The Next 
Step in Guided Reading (Richardson, 2009) and from Words Their Way with English Learners 
(Helman, Bear, Templeton, Invernizzi, Johnston, 2012).  In her book, Jan Richardson provides 
lesson templates to lead small group instruction. Students received lessons in Pre-A (nonreader) 
or Emergent Guided Reader lessons (Appendix D). These lesson plans closely mirror the skills in 
the STEP assessment and PAI test given to the pre-kindergarten students. In addition, the 
specific needs of English language learners are addressed in the small group Pre-A lesson plans, 
and once students have adequate English speaking skills to understand simple directions, they are 
ready for the Emergent Guided Reading lessons (Richardson, 2009). The lessons were structured 
in the following manner: the Pre-A lesson involved eight ways of working with letters, names, 
sounds, books, and interactive writing, using cut-up sentences. The Emergent Guided Reading 
lesson consisted of a two-day lesson. On the first day, it involved sight word review-writing, 
introduction to the new book, text reading with prompting, teaching points after reading, 
discussion prompts, teaching one new sight word, and word study. The second day involved 
sight word review-writing, rereading of the book, teaching points after reading, discussion 
prompt, teaching the same sight words as the day before, and guided writing.  
Words Their Way structures its word sorts based on the assessments for each spelling 
stage.  The structure of all word sort lesson plans involves: demonstrating the word sort to the 
student; checking the sort by naming the pictures or words in each category; reflecting, in which 
the teacher helps listen for sounds or look for patterns as a way to talk about how words in each 
category are alike; and lastly, an individual sorting activity. The student in this case study started 




language, finger pointing to words, and beginning to learn the shapes and names of letters. This 
student moved quickly from the emergent stage to the early letter name-alphabetic stage. In this 
stage, the student was grasping the connection between words and letters and the sounds they 
represent (alphabetic principle), conventions of print such as directionality and spacing between 
words, and phonemic awareness (Helman, Bear, Templeton, Invernizzi, Johnston, 2012). 
For the purposes of this research, the focus centered on one K4 student who received 20 minutes 
of instruction individually for 8 weeks, using guided reading lesson plans and word study lessons 
plans from the book Words Their Way. The remaining students did not receive instruction via 
this method.  This student at first struggled greatly with letter sounds, recognizing rhyming 
words and rhyming word application. In addition, matching first sounds and his concept of 
developmental spelling was non-existent. In his first assessment using Words Their Way Primary 
Spelling Inventory, he only spelled two words correctly out of ten words.   
To measure growth after the 8 weeks of Action Research, the student was given the STEP 
Pre-Reading test, the Phonemic Awareness Inventory created by Rocketship, and the Words 
Their Way Spelling Inventory. All three tests helped explain the progress this student made in 
phonological awareness skills.  
Data Collection 
Observations were recorded directly on the Jan Richardson lesson plan template under 
notes, and anecdotal notes were recorded on notebook paper while the student conducted the 
Words Their Way word sorts. In addition, pictures were taken of the word sorts that the focus 
student completed and audio of this student’s verbal thought process throughout the word sorts 
were also recorded. 




instructional time.  This focus student’s data was evaluated to determine whether the 
combination of phonological awareness, small group instruction, and word study contributed to 
this student’s success in his end of the year reading assessments. It was examined whether the 
student was able to identify letters and the sound of those letters, matching first sounds, 
developmental spelling, and concepts of print. In addition, understanding this student’s progress 
of word study sorting was important for analysis with the research.  
The next chapter will review the data from the phonological awareness intervention on 


































Chapter 4: Results  
 
In the previous chapter, the sample population, the procedures, and data collection were 
outlined. In this chapter, the data and results of evidence-based activities in phonological 
awareness and word study are reviewed. The results of three tests were analyzed: the Strategic 
Teaching and Evaluation of Progress (STEP) test, the Phonemic Awareness Inventory (PAI) test, 
and the Words Their Way Primary Spelling Inventory (PSI) Feature Guide. Each test provided 
important information for the analysis of phonological awareness and word study in this 
student’s reading progress.  
Assessment & Explanation of Levels 
In the STEP assessment for the purposes of this research I focused on the results that 
included letter-name identification, letter-sound identification, phonemic awareness-rhyming 
words, matching first sounds, and development spelling. In both the PAI test and PSI, I used the 
whole assessment to inform my instruction with this student. Therefore, in the following analysis 
of these assessments, you will see these sections of the tests addressed.  
The STEP test is a reading test divided into 12 steps which include concepts about print, 
letter identification, comprehension questions, story retelling with smaller step levels within 
those 12 steps. The STEP test gives teachers a very detailed report on what students need to 
know in order to grow in reading. The goal was for this student to reach STEP 2.  The STEP Pre 
Reading assessment evaluates students in five areas and creates target scores within each: name 
assessment (target of 4); letter-name identification (15); letter-sound identification (no target); 
phonemic awareness-rhyming words (6); and concepts about print (5). STEP 1 test assesses six 
components and establishes target scores for each: letter-name identification (target score of 35); 




print (10); and reading record (5). The STEP 2 test also measures student performance in 6 areas 
and identifies target scores: letter-name identification (target score of 50); letter-sound 
identification (18); segmentation (4); two reading records (no more than 3 errors); 
comprehension conversion (4); and developmental spelling (12). 
The PAI test is a detailed phonemic awareness test that has 5 levels. The goal for this 
student was for him to reach Level 3 of the test.  The PAI Level 1 evaluates four parts and 
creates targets for each: whole word discrimination (target of 7 out of 9); rhyming words-
recognition (4 out of 6); rhyming words-application (8 out of 10); and syllable counting (4 out of 
6). Its Level 2 of assessments test students in syllable segmentation ( target of 7 out of 9) and 
oral synthesis—blending speech sounds (14 out of 16), while Level 3 considers approximation (4 
out of 6) and phoneme isolation (10 out of 12).  
The Words Their Way PSI is a 26-word list that is used with students in grades K to 3 
from emergent to early syllables and affixes spelling. It is advised for a kindergarten student to 
be assessed in the first five words of the list. The easiest word is fan and the most difficult one is 
riding. This guide is used to analyze the spelling stage the student is in and to determine an 
instructional stage, which helps choose the word sorts to use with the student.  
The first round of tests were taken in the beginning of the year and then taken again after 
the small group instruction lessons.  Table 1 illustrates the results of the first STEP test that the 
student took in the fall which was the Pre Reading assessment. The student did not pass this Pre 
Reading test, which means he did not move on to STEP 1. 
Table 2 – STEP Pre Reading Scores Before Small-Group Instruction 
STEP Pre Reading Evaluation Target Score Student’s Score 
Name Assessment 4 3 
Letter-Name Identification 15 25 




Phonemic Awareness: Rhyming Words 6 4 
Concepts About Print 5 0 
 
The PAI was also taken in the fall. As shown in Table 2, the student did not meet the 
Level 1 target scores and therefore did not move on to the PAI Level 2.  
 Table 3 – PAI Level 1 Scores Before Small-Group Instruction 
PAI Level 1 Evaluation Target Score Student’s Score 
Whole Word Discrimination 7 3 
Rhyming Words-Recognition 4 2 
Rhyming Words-Application 8 0 
Syllable Counting 4 0 
 
 The PSI test was taken in May before the small group instruction and was used to 
measure how to best work with this student on word study. Below are the results of the PSI test. 
The student spelled three words correctly.  







Analysis of Assessments 
  In the STEP Pre Reading assessment, the student had a strong knowledge of uppercase 
and lowercase letters. He knew 15 uppercase letters and 10 lowercase letters for a total of 25 
letters. Knowing how to identify the letters of the alphabet helped this student learn some of his 
PSI Word Student Spelling Student’s Score 
FAN FAT 0 
PET PET 1 
DIG DIG 1 
ROB RON 0 
HOPE HOP 0 
WAIT WOUT 0 
GUM GOM 0 
SLED SALN 0 
STICK ATIC 0 
SHINE HOIN 0 




sounds but he struggled greatly at the beginning with this because he continued to say some of 
the sounds in his native language of Spanish. Therefore, at the time of the first assessment, he 
was unable to identify any sounds. In phonemic awareness, he was able to guess on most of the 
answers and was able to correctly identify 4 out of the 6. 
 In the PAI Level 1 assessment which is solely a phonemic awareness test the student 
struggled greatly. In the whole word discrimination section, the test challenges students to 
determine whether two words are identical or different. The student scored a 3 after 
indiscriminately identifying each pair of words as being identical. In the next section, rhyming 
words-recognition, the student was able to answer two questions correctly when asked whether 
two words rhymed.  During the final two sections, rhyming words-application and syllable 
counting, he gave no response and seemed to not understand the questions asked of him.  
 In the PSI assessment, the student had to take a spelling test to help understand what 
types of word sorts would best help him develop his phonemic skills. The student noticeably 
struggled in this area and was only able to spell two words correctly. As the words grew in 
difficulty, he was able to identify fewer of the sounds. In most cases, he had a difficult time 
identifying the sounds in easier words in order to spell them. This assessment landed him in 
emergent/early letter-name alphabetic stage of spelling: emergent stage because he was able to 
identify most of the initial sounds but unable to identify final sounds, and early letter-name 
alphabetic stage because he had an extremely difficult time identifying short vowel sounds.  
 It should be noted that the student did not take the PSI exam until the middle of the 
school year unlike the previous assessments noted above.  The reason for this was that Words 
Their Way word sorts was a new tool used in addition to the small group guided reading lessons 




school year.  Therefore, focusing not only on drilling letter sounds but the hope that also using 
word sorts would hopefully prove to help this student discover spelling patterns, manipulate 
word concepts, and apply a more well-rounded critical thinking when it came to how letters form 
sounds and create words (Bear, Invernizzi, Templeton, & Johnston, 2012). The student took the 
first PSI test 4 weeks before the final PSI assessment during which time word sort instruction 
was given only to this student.  
 All students improved in their end of the year assessments. The focus ELL student 
improved greatly from his first assessments where no word sorts were used to their final 
assessments in which word sorts where added to the guided reading lessons.  
 The focus student reached his end of the year goal in reaching STEP 2.  
Table 5 – STEP Pre Reading Scores After Small-Group Instruction    
                using Words Their Way. 
 
STEP Pre Reading Evaluation Target Score Student’s Score 
Name Assessment 4 5 
Letter-Name Identification 15 43 
Letter-Sound Identification None 14 
Phonemic Awareness: Rhyming Words 6 6 
Concepts About Print 5 10 
 
 Table 6 – STEP Pre Reading Scores Before and After Small-Group Instruction 
STEP Pre Reading Evaluation Before Score After Score % Increase 
Name Assessment 3 5 66.7% 
Letter-Name Identification 25 43 72.0% 
Letter-Sound Identification 0 14 N/A 
Phonemic Awareness: Rhyming Words 4 6 50.0% 
Concepts About Print 0 10 N/A 
 
Table 7 – STEP 1 Scores After Small-Group Instruction using Words Their Way. 
STEP 1 Evaluation Target Score Student’s Score 
Letter-Name Identification 35 54 





Matching First Sounds 
6 8 
Developmental Spelling 5 25 
Concepts About Print 10 13 
Reading Record 5 5 
     
Table 8 – STEP 2 Scores After Small-Group Instruction using Words Their Way. 
STEP 2 Evaluation Target Score Student’s Score 
Letter-Name Identification 50 54 
Letter-Sound Identification 18 26 
Phonemic Awareness: Segmentation 4 9 
Reading Record ≤ 3 errors 1 error 
Comprehensive Conversation 4 5 
Developmental Spelling 12 24 
     
           Table 9 – PAI Level 1 Scores After Small-Group Instruction using Words Their Way     
 
PAI Level 1 Evaluation Target Score Student’s Score 
Whole Word Discrimination 7 9 
Rhyming Words-Recognition 4 6 
Rhyming Words-Application 8 10 
Syllable Counting 4 6 
 
 Table 10 – PAI Level 1 Scores Before and After Small-Group Instruction 
PAI Level 1 Evaluation Before Score After Score % Increase 
Whole Word Discrimination 3 9 200.0% 
Rhyming Words-Recognition 2 6 200.0% 
Rhyming Words-Application 0 10 N/A 
Syllable Counting 0 6 N/A 
 
           Table 11 – PAI Level 2 Scores After Small-Group Instruction using Words Their Way 
 
PAI Level 2 Evaluation Target Score Student’s Score 
Syllable Segmentation 7 7 
Oral Synthesis – Blending Speech Sounds 14 8 
 
           Table 12 – PAI Level 3 Scores After Small-Group Instruction using Words Their Way     
 




Approximation 4 6 
Phoneme Isolation 10 7 
 









Table 14 – PSI Scores Before and After Small-Group Instruction 
 Before Score After Score % Increase 
PSI 2 4 100.00% 
 
The small group instruction in guided reading and word sort instruction helped this ELL 
student show growth in his PSI assessment. In his final PSI he was ale to correctly write four of 
the words and showed improvement in the beginning and medial sounds of words he was unable 
to spell correctly the first time. So, even though he did not spell all the words correctly, he was 
able to identify more sounds in the vocabulary words then in his previous PSI assessment. To 
help this ELL student show growth in phonemic awareness, Words Their Way curriculum for 
word sorts was used.  We started with word sorts that included: vocabulary concepts, beginning 
concept sorts, beginning consonant diagraphs and blends and moved to harder word sorts. The 
harder word sorts involved final consonant sounds and vowel sounds. The student struggled 
greatly in these areas. 
PSI Word Student Spelling Student’s Score 
FAN FAN 1 
PET PAT 0 
DIG DIG 1 
ROB ROB 1 
HOPE HOP 0 
WAIT WEIT 0 
GUM GOM 0 
SLED SLED 1 
STICK STEK 0 
SHINE SOIN 0 




The student progressed quickly through vocabulary concepts where he had to organize 
word sorts based on items that had something in common with another. This particular word sort 
was associated with the seasons (Figure 2).  
Figure 2.  Seasons Word Sort 
              
 
Although, he did not know how to say the vocabulary words for the various seasons he 
was able to sort them according to the categories. Then he was taught how to sort beginning 
consonant sounds but he was still unable to say the words.  He often asked how to say the words 
and then had an easier time sorting them under the correct consonants (Figure 3).  
Figure 3.  Consonants Word Sort 
 
Then we moved on to medial sounds because his first PSI assessment showed that he 




vocabulary but began to progress in saying vocabulary we had learned in other word sorts that he 
had recently completed. The review of past word sorts and using hand motions to remember how 
to say the words helped this student be more successful in word sorts. He continued to struggle 
with saying the vocabulary that included vowel sounds (Figure 4) and struggled in digraphs 
(Figure 5) and blends but was still able to sort some of those words.  This is understandable 
because diagraphs and blends are more complicated sounds that are usually easier for non-ELL 
students and often taught in kindergarten.   
 Figure 4. Vowel Word Sort                              Figure 5.  Digraphs Word Sort 
                                
  
Overall, the tables above show growth in the pre-assessments and post assessments. The 
student grew in all three assessments: STEP, PAI, and PSI.  The guided reading lessons that were 
used with the focus ELL student proved to show growth and adding word sorts provided an 
additional boost to this ELL student. The word sorts helped the student go deeper into 
understanding the sounds of words. Although he did not spell all the words correctly in his final 




assessment. With each word sort the student completed he became better at identifying the 
picture and pronouncing the words, which helped him complete the word sorts correctly.  This 
helped him greatly in his end of the year assessments and in particular it showed growth in his 
final PSI assessment.  In this first PSI assessment he struggled with medial and ending sounds 
and in his final assessment he showed growth in this area.  
The next chapter will discuss the strengths and limitation experienced in the study and 


















Chapter 5: Conclusions  
 
 The purpose of this action research project was to examine the effects of small group 
instruction on a pre-kindergarten ELL student who struggled in phonemic awareness. The small 
group instruction focused on phonological awareness and word study for this ELL student.  The 
results of this student were focused on the data that was collected from three reading assessments 
and the progress of an ELL student who had low phonological awareness skills. The data, 
presented in Chapter 4, was collected over the course of five weeks implemented with this 
student in small group instruction. This chapter will provide an analysis of the data and its 
implications for future research. The first section draws connections between these results and 
the existing research that was outlined in Chapter 2. The second section provides an explanation 
of the results of the study. The third section examines the strengths and limitations of this case 
study. The fourth section makes an explicit connection between this project and the Common 
Core State Standards. Finally, the fifth section offers recommendations for the focus student, as 
well as potential future studies that might be conducted around phonological awareness and word 
study for pre-kindergartners and kindergarteners in early literacy classes.  
Connections to Existing Research 
 The present study was conducted to support a struggling ELL student in early reading 
development using phonological awareness strategies and word study in a small group setting. 
The plan for this study was created after an extensive review of the literature relating to literacy 
development in preschoolers and ELLs and the role that word study plays in these early ELL 
learners. Many of these previous studies are reviewed in detail in Chapter 2 of this thesis.  
 After reviewing the literature, it was found that there are many reasons why literacy 




study conducted by Ford, Cabell, Konold, Invernizzi & Gartland (2010) showed that Hispanic 
students receiving ELL services at the start of kindergarten are not a homogenous group when it 
comes to literacy skills. These researchers also found that assessments for ELLs should not be all 
based on language proficiency exams but also on literacy needs. The authors found that two 
clusters that proved to show success on concept of word in text and letter sounds, word reading, 
and spelling were the two that were stronger in alphabetic knowledge and spelling – the two 
tasks that measured orthographic skills.   The study showed that understanding specifically their 
progress towards certain literacy skills is crucial to differentiate instruction. 
In addition, another study conducted by Gillent and Temple (1990) found that a student’s 
literacy development is linked to the instruction received in class. The study also showed that 
English as a second language (ESL) students in a well-balanced literacy instructional approach 
have a lot to gain. It is not sufficient to teach reading, writing and oral language in isolation from 
phonemic awareness and phonics. For ELLs, teaching phonemes and graphemes specifically in 
phonemic awareness can help and phonics voicing is crucial.  
 The research relating to ELL pre-kindergartners and kindergartners favors teaching 
phonological awareness not in isolation but with other reading skills that will help ELL students 
to read in the higher grades. One of those strategies is word study and vocabulary instruction. 
The results of the study conducted by Reynolds and Urhy (2009) showed that kindergarteners, 
especially Spanish-speaking students, might have a more difficult time spelling stop consonants 
especially at the end of words. These sounds exist both in English and Spanish, but they are 
phonetically different in the two languages. Bilingual students learned to hear the differences 
between initial sounds in words based on someone’s voice.  Furthermore, according to Puma 




prepared to learn to read, and their understanding of word meanings is a good indicator that they 
will be able to comprehend as they read. Students from low-income families generally fall 
further behind in vocabulary knowledge and phonological awareness. In addition, including 
spelling in early literacy instruction is important because learning how to spell words is crucial 
as students gain an understanding of the English language and its alphabetic principles and 
syllable structures (Otaiba, Puranik, Rouby, Greulich, Sidler, and Lee, 2010). Every ELL student 
is at a different stage of the phonological awareness and vocabulary development and 
understanding this helps educators give more focused instruction. This is where Words Their 
Way word sorts allow for teachers to focus on the spelling needs of the student and give directed 
instruction.  
There are many interventions that can be used to support ELLs in their phonological 
awareness growth. The interventions prove to be beneficial if they are not only taught in whole 
group instruction but also reinforced in small group settings. In the research of Amendum, 
Amendum Almond (2013), a student’s accelerated progress was due to high quality intervention 
and dedicated time to reading fluency, word study, and conceptual reading. English and 
vocabulary language structures supported her development as a young ELL. Lastly, daily literacy 
instruction, which included a comprehensive approach and guided reading lessons, greatly 
benefited her. Whatever may be the needs of ELLs, small literacy group instruction is vital to 
ensuring they are getting the skills necessary to be successful. In addition, the authors Leafstdet, 
Richards, and Gerber (2004) demonstrated that explicit phonological awareness (PA) and 
phonics instruction helped ELLs outperform their ELL peers who did not receive this and exceed 
the reading performance of non-ELLs.  In the data collected by Krashen & Terrell (1983), as 




educators used the different strategies that meet the needs of ELL students. The two strategies 
that most teachers found helpful were the Total Physical Response (TPR) and repetition --- two 
of the strategies that were used in this action research project when conducting word study sorts 
with the focus student.  
Explanation of Results 
 ELLs learn phonological awareness at different paces and are at various levels of their 
reading development. Therefore, ensuring that small group data is up to date and used to 
accurately place students in groups that are at their level is important for supporting the growth 
of ELLs. According to Amendum, Amendum & Almond (2013), literacy instruction that 
includes a comprehensive approach and guided reading lessons can greatly benefit a student.  
The focus student took three assessments: the Strategic Teaching and Evaluation of 
Progress (STEP) test, the Phonemic Awareness Inventory (PAI) test, and the Words Their Way 
Primary Spelling Inventory (PSI) Feature Guide. The first time the student took the STEP 
assessment; he scored in the Pre-Reading level and scored very low in letter sounds. After guided 
reading group intervention using the Jan Richardson (2009) curriculum, the student began to 
show progress and understand how letters make sounds. In the PAI assessment, he scored very 
low on all four segments of the test: whole-word discrimination, rhyming words-recognition, 
rhyming words-application, and syllable counting. This meant that more had to be done to dig 
deeper into his understanding of phonological awareness. Therefore, he was given the PSI 
assessment to see what patterns we would discover in his spelling ability. He struggled greatly in 
this area and was able to only correctly spell two words.  
 The PAI and the PSI assessment both helped me delve further into his understanding of 




After the PSI assessment was analyzed, it was evident that the student struggled greatly with 
identifying ending sounds and vowel sounds.  The PSI assessment provided information needed 
to understand the word sorts that should be used with this student. After these two assessments, 
the small group instruction was altered to include Words Their Way word sorts in a particular 
order. Word Sorts were not used in the beginning of the intervention, but rather about the third 
week of intervention.  Those word sorts were ordered in the following ways: vocabulary 
concepts, beginning concept sorts, beginning consonant diagraphs and blends, and then we 
moved to harder word sorts. The harder word sorts involved final consonant sounds and vowel 
sounds. At first the student struggled greatly in these areas.  
 The student did well with vocabulary concepts where he had to organize pictures of 
words according to a specific category. Although he could not say the words of the pictures, he 
knew how to categorize them correctly by looking at the pictures. Then, he learned how to sort 
the words according to beginning consonant sounds. He was still unable to say the words but 
often asked how to say them and was then able to place them in the correct area. He then moved 
on to medial sounds where he continued to struggle saying the words and finally we finished 
with vowels, diagraphs and blends. Although he struggled in the vowel and diagraph sorts, he 
was able to still complete some and with each word sort and repetition of each word sort,  he was 
able to improve each time. Most of the time this student was guided through the sorts the first 
time and then was able to perform them on his own.  
 This student’s post assessment showed growth in all his assessments. He reached STEP 
2, which was his end of the year goal. In addition, for the PAI assessment, he was able to pass 
Level 1 and scored high in some areas of Level 2 and Level 3.  Although he did not pass Level 2 




– blending speech sounds and phoneme isolation, two skills that are very difficult for K4 
students. Lastly, in his PSI assessment, he was able to go from 2 words spelled correctly to 4 
words spelled correctly. 
 Although he was not able to spell all words correctly in the PSI assessment, he was able 
to identify more beginning and medial sounds then in the first assessment. In addition, he was 
able to pass Level 1 of the PAI assessment and show great growth in the other two levels of the 
PAI assessment. This growth was evident after incorporating words sorts into our small-guided 
reading groups.  
Strengths and Limitations 
The present study was designed to help this ELL student improve in his phonemic 
awareness skills and thus help him in his end-of-the year reading assessments. When designing 
the small-guided group for this student, consideration was taken to see the student’s overall 
classroom performance and end-of-the year goals. This specifically designed intervention had 
many strengths but also some limitations. One of the strengths in this study was how the small 
groups were organized and structured. The guided reading groups always followed the same 
structure and order and therefore the student understood the expectations of each activity and 
how to put materials away after each activity. Another strength was the amount of letters this 
student knew how to identify prior to beginning the word sorts. Being able to identify 43 letters 
(lower and uppercase sounds) helped this student to identify letter sounds quicker and move on 
to word sorts sooner.  
While several strengths were present in this study, limitations were also noted. One 
limitation in this study was the timing of the Words Their Way word sorts. At first, the student 




identifying letters, sounds, syllable counting and rhyming without any word sorts. Then, to 
further develop his phonological skills, word sorts were incorporated. If the word sorts had been 
incorporated from the start and consistently, we might have seen more growth in his PSI 
assessment. In addition, introducing various word sorts as a whole class could have helped the 
student familiarize himself with more vocabulary words and different types of word sorts, which 
would have given him an easier time categorizing them in the small groups.  
Another limitation was the development of this student’s vocabulary, which was 
important to take into consideration with his scores. Being an ELL student requires a lot of 
support in language acquisition so direct vocabulary instruction was important. This student 
received very little of this type of support. Vocabulary instruction was seen more in whole group 
shared reading time. Providing more instruction in vocabulary in this student’s small group could 
have helped him in his reading development.  
Connection to Standards 
 Although all students received small-guided reading instruction,  not all students received 
instruction in word sorts. This intervention was designed specifically for this focus student with 
the goal of improving his phonemic awareness skills. Since Wisconsin does not have Common 
Core Standards for K4, the Kindergarten State Standards were used. Under the Common Core 
State Standards, kindergarten students must identify the letters and sounds to be able to help 
them form words. Under Reading State Standards there are various standards that relate to 
phonemic awareness and skills that kindergarteners must know. One of the standards that relates 
closely to this case study is standard CCSS.ELA-LITERACY.RF.K.2.D, which states that 
students will “Isolate and pronounce the initial, medial vowel, and final sounds (phonemes) in 




standard relates directly to this case study because the student had to understand phonemes 
(sounds) and identify beginning, medial and final sounds in order to spell words. The reading 
intervention that was used in this case study involved word sorts that helped this student improve 
in his first PSI assessment when he was unable to identify most beginning and middle sounds to 
his final assessment where he identified more sounds.  His growth in phonological awareness 
indicates fulfillment of this Common Core Reading Standard.  
Recommendations 
The final section of this assessment will outline the recommendations for further 
instruction. Recommendations will be given for helping kindergarten students acquire more 
phonemic awareness skills and word study. This thesis was designed to meet the needs of this 
ELL student in phonological awareness. The use of a small-guided reading group coupled with 
word sorts helped this student grow in his post assessment but there are areas where this small 
reading group can improve.  
 Creating a long term plan for the ELL student to use word sorts in class throughout the 
year can be helpful for this student in particular so that the student does not memorize the word 
sorts but actively explores how words are categorized. There is an abundance of word sorts in the 
Words Their Way Book and online that can help with this and ensure that words sorts happen 
frequently and throughout the year.  In addition, observing and taking active notes on this 
student’s writing throughout the school year was important to understanding how and why he 
formed words the way he did. On the other hand, focusing entirely on this can also have some 
drawbacks. For example, some students want to spell everything correctly and others might use 
the assistance of a word wall or books for help (Bear D., Invernizzi, M., Templeton S., & 




In addition, setting goals and monitoring student growth over time using word study is 
also important. For example, setting weekly spelling tests and unit tests can be one way to do 
this.  This can help keep track of spelling patterns and adjust guided groups accordingly. 
Progress Monitoring with word sorts goes hand in hand with informing parents of a student’s 
progress. Therefore when informing families of a kindergarten’s growth in letter identification 
and letter sounds, it is just as important to discuss spelling patterns that may be evident in word 
sorts (Bear D., Invernizzi, M., Templeton S., & Johnston F, 2012). 
 Lastly, this study did not focus on this ELL’s primary language of Spanish. But in future 
work with word sorts, it could be beneficial to study the first language of the student to 
understand the spelling patterns. For example, Spanish speakers take the 22 sounds of the 
Spanish language and match them to the 44 sounds in the English language. This important piece 
of information can help teachers understand what orthographic rules they are applying and how 
they are confusing those with their native language. By understanding the similarities of a 
student’s native language and English, a teacher can provide more direct instruction and 
understand better what reading strategies to use with a student. A span of five weeks in this study 
did not allow for this in-depth analysis of word sorts with this ELL focus student (Bear D., 
Invernizzi, M., Templeton S., & Johnston F, 2012). 
Conclusion 
This thesis has given support to the idea that phonemic awareness in small groups with a 
focus on word sorts is beneficial for reading development with ELL students in the pre-
kindergarten and kindergarten grades. The study correlates with previously published studies on 
the benefits of small group guided reading groups and direct instruction on literacy skills 




favor of supporting small group guided reading groups in the pre-kindergarten and kindergarten 
class both in terms of aligning with the new Common Core State Standards and in terms of 
preparing students for both an academic and post-graduate future that demand strong reading 
skills. The benefits of implementing small-guided reading groups that use phonemic awareness 
lessons is evident with the progress this ELL pre-kindergarten student showed in his post 
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Appendix A  




























PRE-READING YELLOW SERIES 
Name Assessment 
Ask the child to write her name on the lines below. If she writes only the first name, ask her to try to write her 
last name also. After the child finishes writing, ask her to show you the first and last letters in her name. For 
example, Mary, can you show me them in your name? Can you show me they in your name? Then ask her to 
show any one additional letter, e.g., Can you show me the a? 
Scoring Rubric 
5 First and last names are spelled correctly 
Identifies three letters in first name (first, last, one additional) 
May include a mixture of upper- and lower-case letters 
Some letters may be reversed 
4 First name is spelled correctly 
Identifies three letters in first name (first, last, one additional) 
May include a mixture of upper- and lower-case letters 
Last name is attempted and contains most letters 
Some letters may be reversed 
3 Includes all or most letters in first name 
May not identify three letters in name (first, last, one additional) 
Most letters are formed correctly, but some may be slightly incorrect 
2 Has one or two letters of first name 
May include additional letters not in first name 
May include some letters that are not in first name 
May write shapes that resemble letters 
0 Scribbles or makes no attempt 













/PRE-READING ~ELL;W SERIES PAGE3of4 
/ Uppercase Letter Identification 
I Using the "Uppercase Letter Identification" page in the appendix of your STEP Manual, ask the student to point to and 
identify the uppercase letter names. 
Indicate correct responses with a ./. 
Indicate incorrect with a e. 
If the child responds incorrectly, record which letter (or number, or word, etc.) he/she says in the box below. 
A F K p w z 8 H 0 J u c y L Q M D N s X. I E G R V T 
I Letter 
Name 
Total correct: of26 names 
Lowercase Letter Identification and Letter-Sound Identification 
Using the "Lowercase Letter Identification" page in the appendix of your STEP Manual, ask the student to point to and 
identify the lowercase letters. 
If the child scores 15 or more, go through the list again and ask what sound each letter makes. 
Indicate correct responses with a -<'. 
Indicate incorrect OR no response with a e. 
If the child responds incorrectly, record which letter/sound (or number, or word, etc.) he/she says in the box 
below. 





Total correct: __ of 28 names [Uppercase (26) = __ +Lowercase (28) _] TOTAL= __ 
Total correct: of 26 sounds 
Phonemic Awareness: Rhyming Words 
Tell the student, Today we're going to play a word game. I'm going to say a word and I want you to find the picture of a 
word that rhymes, or sounds the same--words like dog, log, frog. Do you hear how those words sound the same at the 
end? Dog, log, frog are called rhyming words. Let's practice. 
Turn to the "Pictures for Rhyming Words Assessment" in the appendix of your STEP Manual. There are two practice 
examples prior to the actual assessment. Tell the student, Let's practice. Then, point to the corresponding pictures as 
you say, King. Which word rhymes with king? Ring? Pig? Eye? Let the child practice one more time, using·the word 
man. 
Put a checkmark or dot under each column below to show correcVincorrect responses. 
-<' = correct • = incorrect 
Circle the word the child selects in the box below whether it is correct or incorrect ' 
1 2 3 4 5 6 7 8 9 10 
pail car cat house moon tree clock nose clap lake 
nail horse heart mouse gum pie sock flag rope cake 
tie star bird chair barn bee key dice map leaf 
glove tent hat coat spoon box ball hose fish ball 
Total Correct: 












PRE-READING YELLOW SERIES 
Concepts about Print 
Where Is My Dog? 
Indicate correct responses with a ./. 
Indicate incorrect or no answer with a e. 
Page Adult 
Cover Teacher Says: Let's read this book together. The title is Where 
Is My Dog? 
1 Ask, Where do we start reading? 
Ask, Which way do I go when I read? 
Ask, When I get to the end of this line, (point to where) where 
do /go? 
Next, read the page, pointing to each word as you say it. Read 
slowly, but with fluency. 
2 Ask, Where do I start reading on this page? 
Next, read the page, pointing to each word as you say it. 
3 Teacher Says: I'm going to read this page and point to each 
word as I read. Then I'll read it again, and you can point to the 
words. (Read the page, pointing to each word.) 
Teacher Says: Now you point to the words while I read again. 
4 Read the page, pointing to each word. 
Teacher Says: Now you point to the words while I read again. 
5 Teacher Says: Now you point to the words while I read. 
Ask, What is happening in the story? 
Return Teacher Says: Let's read these pages again. 
to Read the pages, pointing to each word. 
pages 
3-4 Cover up the words except and his tail is long. 
Ask, How many words do you see? 
Cover up the words except ears are short. 
Teacher Says: How many words do you see? 
Teacher Says: Now we are going to look closely at the word 
short. (Isolate the word short using two fingers.) 
Ask, Can you point to the first letter in the word short? 
Ask, Can you point to the last letter in the word short? 
Ask, How many letters do you see? 
Child 
Points to words on page 
Moves finger from left to right 
Points to has 





Counts 5 words 
Counts 3 words 
Points to the letters 
Points to the letter t 
Counts 5 letters 
Total Correct: 






























[target 35] __ _ 
Letter-Sound Identification 
[target 8] ____ _ 
Phonemic Awareness: 
Matching First Sounds 
[target 6] ___ _ 
Developmental Spelling 
[target any 5 sounds] / __ _ 
First sound 
Short vowel sound 
Final sound 
Comments and Analysis 
0 Achieved 0 Did Not Achieve 
Date 
Assessed by 




Orientation (beg. of sentence, return sweep) _/4 
One-to-One Matching _/4 
Sense of Letter vs. Word _/5 







Reading-Readiness Behaviors (e.g., turns pages; knows that text is read from left to right; knows return sweep; 
understands that print represents words) 
Book Conversation (e.g., responds to questions; talks about pictures; answers in sentences; shows interest in the 
books) 
STEP 1 ACHIEVED: CJ yes CJ not achieved 












STEP 1 YELLOW SERIES 
Uppercase Letter Identification 
Using the "Uppercase Letter Identification" page in the appendix of your STEP Manual, ask the student to point to and 
identify the uppercase letter names. 
Indicate correct responses with a v'. Indicate incorrect with a •. 
If the child responds incorrectly, record which letter (or number, word, etc.) he/she says in the box below. 
A F K p w z B H 0 J u c y L Q M D N s X I E G R V T 
I Letter 
Name 
Total correct: of 26 names 
Lowercase Letter Identification and Letter-Sound Identification 
Using the "Lowercase Letter Identification" page in the appendix of your STEP Manual, ask the student to point to and 
identify the lowercase letters. Then go through the list again, asking what sound each letter makes. 
Indicate correct responses with a v'. Indicate incorrect with a •. 
If the child responds incorrectly, record which letter (or number, word, etc.) he/she says in the box below. 





Total correct: __ of 28 names [Uppercase (26) = __ +Lowercase (28) _J TOTAL= __ 
Total correct: of 26 sounds 
Phonemic Awareness: Matching First Sounds 
Tell the student, Today we're going to play a word game. I'm going to say a word and I want you to find a picture that 
starts with the same first sound. Words like door, dog, day. Do you hear how those words sound the same at the 
beginning? Repeat the words, emphasizing the first sound: door, dog, day all begin with the same sound. 
Turn to the "Pictures for Matching First Sounds Assessment" in the appendix of your STEP Manual. There are two 
practice examples prior to the actual assessment. Tell the student, Let's practice. Then, point to the corresponding 
pictures as you say, Bat. Which word starts with the same first sound as bat? Spoon? Bed? Top? Let the child 
practice one more time, using the word car. 
Put a checkmark or dot under each column below to show correct/incorrect responses. 
v' = correct • = incorrect 
Circle the word the child selects in the box below, whether it is correct or incorrect 
1 2 3 4 5 6 7 8 9 10 
leg fire toad sick cake _g_irl mouth duck nest shell 
ball foot fork door key swing leaf cloud fish shoe 
lamp hook tie purse grill kite mouse dog lock pail 
harp sun watch sew plant goat clock nut nine owl 
Total Correct: 













STEP 1 YELLOW SERIES 
Concepts about Print 
Rain 
Indicate correct responses with a./. 
Indicate incorrect or no answer with a • 
Page Adult 
Cover Teacher Says: Let's read this book together. The title is 
Rain. 
1 Ask, Where do we start reading? 
Ask, Which way do I go when I read? 
Ask, When I get to the end of this line (point to rain!), 
where do I go? 
Read the page, pointing to each word as you say it. 
Read slowly, but with fluency. 
2 Ask, Where do I start reading on this page? 
Next, read the page, pointing to each word as you say it. 
3 Teacher Says: I'm going to read this page and point to each 
word as I read. Then I'll read it again, and you can point to 
the words. 
Next, read the page, pointing to each word. 
Teacher Says: Now you point to the words while I read 
again. 
4 Read the page, pointing to each word. 
Teacher Says: Now you point to the words while I read 
again. 
5 Teacher Says: Now you point to the words while I read. 
6 Teacher Says: Now you point to the words while I read. 
Ask, What is happening in the story? 
Return Teacher Says: Let's read this page again. 
to 
page Read the page, pointing to each word. 
5 Cover up the words except: Rain is on the tree. 
Ask, How many words do you see? 
Cover up the words except the green grass. 
Ask, How many words do you see? 
Teacher Says: Now we are going to look closely at the word 
green. 
Isolate the word green using two fingers. 
Ask, Can you point to the first letter in the word green? 
Ask, Can you point to the last letter in the word green? 
Ask, How many letters do you see? 
Child 
Points to words on page 0 
Moves finger from left to right 0 
Points to Go 0 
Points to Come 0 
Matches one-to-one 0 
Matches one-to-one 0 
Matches one-to-one 0 
Matches one-to-one 0 
Response: 
Counts 5 words 0 
Counts 3 words 0 
Points to letter g 0 
Points to letter n 0 
Counts 5 letters 0 
Total Correct: 































STEP 1 YELLOW SERIES 
Concepts about Print 
Rain 
Indicate correct responses with a./. 
Indicate incorrect or no answer with a • 
Page Adult 
Cover Teacher Says: Let's read this book together. The title is 
Rain. 
1 Ask, Where do we start reading? 
Ask, Which way do I go when I read? 
Ask, When I get to the end of this line (point to rain!), 
where do I go? 
Read the page, pointing to each word as you say it. 
Read slowly, but with fluency. 
2 Ask, Where do I start reading on this page? 
Next, read the page, pointing to each word as you say it. 
3 Teacher Says: I'm going to read this page and point to each 
word as I read. Then I'll read it again, and you can point to 
the words. 
Next, read the page, pointing to each word. 
Teacher Says: Now you point to the words while I read 
again. 
4 Read the page, pointing to each word. 
Teacher Says: Now you point to the words while I read 
again. 
5 Teacher Says: Now you point to the words while I read. 
6 Teacher Says: Now you point to the words while I read. 
Ask, What is happening in the story? 
Return Teacher Says: Let's read this page again. 
to 
page Read the page, pointing to each word. 
5 Cover up the words except: Rain is on the tree. 
Ask, How many words do you see? 
Cover up the words except the green grass. 
Ask, How many words do you see? 
Teacher Says: Now we are going to look closely at the word 
green. 
Isolate the word green using two fingers. 
Ask, Can you point to the first letter in the word green? 
Ask, Can you point to the last letter in the word green? 
Ask, How many letters do you see? 
Child 
Points to words on page 0 
Moves finger from left to right 0 
Points to Go 0 
Points to Come 0 
Matches one-to-one 0 
Matches one-to-one 0 
Matches one-to-one 0 
Matches one-to-one 0 
Response: 
Counts 5 words 0 
Counts 3 words 0 
Points to letter g 0 
Points to letter n 0 
Counts 5 letters 0 
Total Correct: 































STEP 1 YELLOW SERIES 
Reading Record 
Come On! 
Indicate correct responses with a-'. 
Indicate incorrect or no answer with a • 
Page Adult 
Cover Teacher Says: 
The title of this book is Come On! It's about children 
playing together at the beach who keep telling each 
other "Come on!" Let's read the book together. 
1-2 Read aloud, pointing to each word. 
Read slowly, but with fluency 
3 Read, We can swim. 
Teacher Says: Now you point to each word and read 
the rest of this page. 
4 Read, We can dig. 
Teacher Says: Now you point to each word and read 
the rest of this page. 
5-6 Read the last two pages, Come on! Come on! Lunch 
time! 




Repeats pattern correctly. 0 
Matches one-to-one. 0 
Repeats pattern correctly. 0 
Matches one-to-one. 0 
Response: 
Shows understanding of the story 0 
Notes Total Correct: ___ _ 
Developmental Spelling 
























0 Achieved 0 Did Not Achieve 





Letter-Name Identification [target: 50] __ _ 
Letter-Sound Identification [target: 18] __ _ 
Phonemic Awareness: 




The Sock Is on the Floor 
On My Way to School 
Assessed by 
Comprehension Conversation ___ /5 
[target: 4 or more] 
Factual: ___ /3 
lnferential: ___ /1 
Other: ___ /1 
Developmental Spelling 
[target: 12 sounds] __ 
First sound 
Short vowel sound 
Final sound 
The Sock Is on the Floor [target: 3 or fewer errors] ____ _ 
On My Way to School [target: 3 or fewer errors] ____ _ 
Comments and Analysis 
Reading Behaviors (e.g., self-corrects; problem solves words by using pictures, first letters, etc.) 
Comprehension Conversation (e.g., responds to questions; answers in sentences; shows interest in the books) 
Sources of Student Misunderstanding (Total across all Comprehension Questions): 
PE (Over-relies on Personal Experience): __ 
F(Over-relies on Facts): __ 
L(limited response): __ 
Q(Answers a different question than the one asked): 
C(Confusion): __ 
STEP 2 ACHIEVED: 0 yes 0 not achieved 












STEP 2 YELLOW SERIES PAGE2of5 
Uppercase Letter Identification 
Using the "Uppercase Letter Identification" page in the appendix of your STEP Manual, ask the student to point to and 
identify the uppercase letter names. 
Indicate correct responses with a ./. 
Indicate no response with a •. 
If the child responds incorrectly, record which letter (or number, or word, etc.) he/she says in the box below. 
A F K p w z B H 0 J u c y L Q M D N s X I E G R v T 
I Letter 
Name 
Total correct: of 26 names 
Lowercase Letter Identification and Letter-Sound Identification 
Using the "Lowercase Letter Identification" page in the appendix of your STEP Manual, ask the student to point to and 
identify the lowercase letters. Then go through the list again, asking what sound each letter makes. 
Indicate correct responses with a ./. 
Indicate incorrect with a •. 
If the child responds incorrectly, record which letter (or number, or word, etc.) he/she says in the box below. 





Total correct: __ of 28 names [Uppercase (26) = ~ + Lowercase (28) __ ] TOTAL = __ 
Total correct: of 26 sounds 
Phonemic Awareness: Segmentation 
Tell the student, Today we're going to play a word game. I'm going to say a word and I want you to break the word 
apart. You are going to say the word slowly, and then tell me each sound in the word in order. For example, if I say 
old, you would say /ol-!11-/d/. Let's practice. If I say ride, tell me each sound in the word ride. Be sure to say the 
sounds, not the letters, in the word. Let the child practice two more times, using the words go and man. 
Go through the list below, each time saying to the child: Tell me each sound in the word __ . 
• = incorrect ./ = correct 
Record all answers (correct & incorrect) on the line next to the check or dot, e.g.,ltl-lopl; /tl-/ol-lpl; /she/,/sh/-/e/ 
1. dot (3) _____ 2. pay (2) ___ 3. deep (3) ____ 4. gain (3) __ _ 
5. lid (3) _____ 6. toe (2) ____ 7. nut (3) 8. load (3) ___ _ 
9. list (4) _____ 10. fiat (4) ___ _ 
Total Correct: ___ _ 













STEP 2 YELLOW SERIES PAGE3of5 
Reading Record 
The Sock Is on the Floor 
Page Adult 
Cover Teacher Says: 
This book is about a sock, a shirt, a shoe, a 
ball, and a book that are left on the floor. Let's 
read to find out what happens when someone 
keeps saying, "Pick it up!" 
1 Read aloud, pointing to each word. 
The shirt is on the floor. Pick it up! 
2 Read aloud, pointing to each word: 
The shoe is on the floor. Pick it up! 
Child E sc 
3· Teacher Says: Now it's your turn to read. 
The ball is on the floor. 
Pick it up! 
4 
The book is on the floor. 
Pick it up! 
5 
The sock is on the floor. 
Pick it up! 
6 Teacher Reads: CRASH! Now we start all 
over! 
Return Teacher Says: Let's look back at this page. 
to Can you read it again? 
page 
Ask, Which word is floor? Points to floor. 4 0 
Ask, Which word is book? Points to book. 
Points to it. 
0 
Ask, Which word is it? 
Ask, How did you figure that out? Response: 0 
Level A, 27 words Total ErrorsiSC: 
Notes 












STEP 2 YELLOW SERIES 
Reading Record 
On My Way to School 
Page Adult 
Cover Teacher Says: 
The name of this book is On My Way to 
School. it's about a child who sees babies, 
cars, houses, dogs, and kids on the way to 
school. Let's read to find out how the child 
feels about going to school. 
1 Read aloud, pointing to each word: 
On my way to school, I see babies. 
2 Read aloud, pointing to each word: 
On my way to school, I see cars. 




Level B, 27 words 
Notes 
Comprehension Conversation 
1. What does the child see first on the way to school? 
Factual: babies 
2. Where does the child see dogs? 
Inferential: in the park; in the grass 
Child 
On my way to school, 
I see houses. 
On my way to school, 
I see dogs. 
On my way to school, 
I see kids. 
I like school! 
Total Errors/SC: 















STEP 2 YELLOW SERIES PAGE5of5 
3. What else does the child see? 
Factual: cars, houses, or kids (other responses derived from the pictures are also acceptable) 
4. How does the child feel about school? 
Factual: the child likes school 
5. Did you like the book? Why? 
Any reasonable answer 
Analysis: Make sure to code each incorrect answer with a Source of Student Misunderstanding: PE, F, L, Q, C 
Capture totals in the Scoring Summary on the first page. 
Developmental Spelling STEP2 
Administer this assessment individually or in pairs, following the guidelines in your STEP Manual. 
-' = correct • = incorrect 
Correct Student's Writing First Short- Final 
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Phonemic Awareness Inventory 
Student Name: _________ _ 
Teacher:---------
l.eyell 
Whole Word Discrimination 
ltre dt~· words me romo1 lfrhey'r. rhe same, say 
yes. If thuy'rc differen~ suy no. Let's pruotke -
book. book. An the$1! rhuome? 
Check if correct. dot if incorrect 







slip-slit I I 
grlp-wlp I I 
flll·fliP I 
• 
Rhyming Word,s • Rccopition 
Do these words rhyme? lfche words rhyme, .<ay y/!5. 
If rhuy danhhymc, roy now, kt's prut·rice. Reacl,y 
- hat. mat 









Rhyming Words· Application 
I'm gofng to tellynu o word I wnntyflv co cell mec 
word that rhymes with it Let's practice. What 
word rhyme's wiUt su1tl Wl10t word rhymes with .•• 1 














Tit ilM:8/10 SI'EPPR(6/ 10) 
· A :dmflorsln11 is w.ud on STEP PR. If tafinR a child on PR. 
fill ut the~ nCJmbt•r corn.l(l (4MJ. 1/Mi, Ilk' sh• r.:rblr obo()\o'C 
until srud€'nt shows mcutery. No(~ rhur upplicati<Jft b om~ 
dUfit:tllt lhlf thunmlJtdt.rnJJ, so yuu muy w<!IU to U.l'U'» 

























Phonemic Awareness Inventory 
SyUable Counting 
I want)'OU ro <aunt th• <y/lobiC$ In o ward I'm 
goifl{) to tell you a wunJ und you tell me the number 
of <yllobles lt hot Le<'s pructiut. Ready? ButUr{ly. 
1hats rillht butterfly has Z syllables.. How many 
<y/lab/es do you hear in the word ... ? 
Write child's respon$1!. Cirtlt whon correct. 
1'urrt: 4/ 6 
0-.tr/ r 
AS'Sust'd by 
b>ll eleph>nt hi]>(\0(\0IAniU$ 





















Phonemic Awareness Inventory 
Level Z 
Syllable Segmentation 
I'll .<Dy o \1/0rd, thon you rt!pBUt it slo111/y. (GIV/1. 
cxamplus: caw-boy. hu·ppy,fiJ-nny}- Now it:'synor 
turTL 
Write child's response. Ctrde whto correct. 
O.tr:/ 
AUrssMhy 
nfn·bow pa-per ~d·ssors 
' 
doug)!· nut bas-ket bu-tter-lly 
-






Oral Synthesis- Ble.odlngSpeech Sounds 
Llsren and tell me I he word I sold. {StJy eDCh IWJrd 
$/owly.) L•t's proctfCL R<adyt Dog Let's sqy it 
siCJWiy- d·01J. Naw ir's your cum 














































Phonemic Awareness Inventory 
Level3 
Approximation 
l'mgofng r»soyo word. /wtmtyou !bUll mei{you 
hoor 1M fbi round ot thc/wginning. middle, ,. end 
of __ ? Let's practice. Ready? &II. 17>e fbi Is 
111 che bcylnnifl!l. Now it's your c•rn. 










I'm going co soy a word. /wont you to re/1 me rm 
sound thocynu heor first (in the Idle, atthetmd). 
Lot's practice? Ready? Whot sound do ynu hear ot 
the end o{ me? E. That's right Now il's your tum 
What S<>urrd do you h6Qr_1 








Last - buff 




Middle - lake 
Middle· pen 





Feature Guide for Primary Spelling Inventory 
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